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ABSTRACT 
 
This research investigated teachers’ perceptions, understandings and implementation of education 
standards in elementary and primary schools in Papua New Guinea.  The main research question and 
two sub-questions were designed to explore teachers’ perceptions and understanding of national 
standards.   This exploration engaged teachers in identifying factors which they believed influenced 
their professional work.  This study also explored stakeholders’ perceptions of teachers’ 
interpretations of national education standards. 
 
This study adopted social constructivist epistemology, symbolic interactionism, and ethnographic 
case study methodology.  This provided the basis for its theoretical framework to purposefully 
understand human interactions within their culture and context.  Social constructivism 
accommodates situated learning, a conceptual framework which was adapted to interrogate 
understanding and implementation of national education standards.  A variety of research methods 
were used to elicit teachers’ and stakeholders’ perceptions and experiences of their professional 
world.  These methods included in-depth interviews, focus group discussions, documentary analysis, 
field notes and observations.  Most of the focus group discussions engaged participants to “tell their 
stories”, thus storytelling became an avenue for eliciting teachers’ and stakeholders’ perceptions. 
Workshops conducted for teachers became another important strategy for data collection.  
 
Two schools, one rural and one urban, became case studies to understand national education 
standards as an external phenomenon.  A total of 595 participants were involved in this study 
including teachers and pupils, parents and community members, school board members, members of 
curriculum committees, and policy makers. 
 
The study found numerous contextual factors influenced teachers’ understandings, interpretation and 
implementation of standards at the school level.  Foremost, teachers’ own knowledge of formal 
education standards was deficient thus influencing their commitment to and enthusiasm in their 
professional work.  Teachers’ content knowledge and pedagogical skills influenced their ability to 
translate content standards into clear benchmarks for pupils’ learning.  The absence of effective 
monitoring systems of teachers’ performance contributed to pupils’ superficial assessment reports 
and of uncoordinated mastery of subject content and performance skills.  The absence of effective 
school leadership affected teachers’ commitment, attitudes and professionalism.  This generated a 
culture of isolationism acute in both schools.  Teachers were performing to hierarchically externally 
imposed requirements, and in the process, overlooked essential knowledge and skills that were 
needed to improve quality of students’ learning. 
 
The national education standards are an inherited policy from the colonial administration.  This study 
found that successful implementation of education standards is highly dependent on the social and 
cultural expectations of Papua New Guinea’s rapidly changing society.  At the local level, education 
standards are highly influenced by teachers’ professionalism, provincial education boards and 
community expectations.  This is compounded by the mismatch of priorities and policies between 
the national and provincial education divisions.  Such a practice impacts negatively on the successful 
implementation of educational reform agendas. 
 
The study implies that a reconsideration of national education standards is necessary.  This process 
will involve a rethinking of teacher education programmes, dismantling previous assumptions of 
national standards and local implementation, and accommodating challenges presented by economic, 
political, social and cultural change in Papua New Guinea.   
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CHAPTER ONE 
DEFINITION OF THE RESEARCH PROBLEM 
 
1.0 Introduction 
 
The national education system of the independent state of Papua New Guinea presents this new nation with 
many benefits and challenges.  Since its inception during the colonial era, the national education system has 
provided formal education for the development of human resources to manage Papua New Guinea’s 
bureaucratic, economic, social and political structures.  Educational services provided by the state cater for 
both urban formal sectors as well as meeting the expectations of school leavers to live productive lives in 
their rural communities.  While the national education system continues to be a major consumer of a deficient 
national budget, the appropriateness and effectiveness of education continue to be questioned (AusAID, 
2000; World Bank, 1995).  In recent times, the education system has been considered as a contributor of 
urban drift, and social problems (National Department of Education [NDOE], 2000b& c).  Educational 
reforms introduced in the 1990s have yet to reap an enhancement of the quality and provision of educational 
resources and services. 
 
Maintenance of this nationwide education system is indeed challenging for the Government of Papua New 
Guinea in the current national and international social and economic climate.  Having a dual purpose for 
education (Bacchus, 1987), in educating for both the rural and urban sectors, the National Department of 
Education is challenged by differing expectations dictated by the changing social and economic nature of 
Papua New Guinea society.  Among these challenges is the perception ingrained from the colonial era that 
education is the vehicle for upward social mobility, and a magic formula for obtaining wage employment.  
This expectation is no longer realistic for many Papua New Guinean school leavers (McLaughlin, 2002).  
Other complex issues confronting the national education system are English as the language of instruction 
from primary Year Three, teacher education and professionalism, nationally set examinations and grade 
promotions, curriculum and resources, school leadership and governance, and schools’ relationships with the 
wider community. 
 
Papua New Guinea strives to attain national standards within the education system and grade levels.  
Education standards are linked to the national goals as defined by the National Education (amended) Act 
(1995).  However, the notion of national education standards is often interpreted differently by different 
stakeholders. These multiple interpretations compound the complexities of striving towards the achievement 
of education standards in schools and institutions. 
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This study explores the standards perspective adopted in this developing country from a “classroom first” 
approach.  The study involves teachers and stakeholders consisting of parents, students, members of school 
boards, and policy makers.  This study focuses on teachers and their perceptions of national education 
standards.  Stakeholders’ perceptions of teachers’ implementation of national education standards are also 
explored.  Standards can be broadly described as “the degree of excellence required for particular purposes, a 
measure of what is adequate, a socially and practically desired level of performance” (Husen & Tuijnman, 
1994, p. 2).  Education standards describe the desired levels of content mastery and performance by students.  
This study explores the implementation and achievement of national education standards in elementary and 
primary schools in Papua New Guinea. 
 
1.1. Background to the Research Problem 
 
Papua New Guinea adopted a standards based system of education imported from Britain during the colonial 
era.  As a centralised system, its educational goals and programme objectives are set centrally and linked to 
broad statements of national goals.  This is a common approach by governments whose goals are couched in 
general terms and are not amenable to measurement (Husen & Tuijnman, 1994, p. 3).  Based on this 
description, standards for curriculum and pedagogy are supposedly drawn from the broad goals and visions 
inherent in the national constitution.  The ambiguity of the national education goals compounds the issue of a 
clear definition or statement of standards at different levels within the Papua New Guinea education system.  
 
The translation of the national education standards is important because they are fundamental to the 
provision of education services.  Teachers are crucial in this translation of educational goals into tangible 
objectives, formulated either as targets for learning or as curriculum benchmarks to be attained by certain 
group of students.   Teachers assume the responsibility for understanding and performing to educational 
standards that provide fixed benchmarks against which respective learning progress and achievement in 
particular areas of the curriculum can be measured.  Gibson & Weeks (1990) illustrated the ways in which 
gaps in the teachers’ knowledge impact on teachers’ ability to review students’ progress and level of 
proficiency in knowledge, skills and attitudes.  Further, students’ incomprehension of the desired goals, also 
require a redefinition of the standard (Husen & Tuijnman, 1994).  
 
Gibson & Weeks (1990), Guthrie (1985) and Zeegers, (2000) suggested that compliance to such a systemic 
approach can achieve only the broad intentions of the national goals of the education system.  This approach 
cannot contribute to uniformity in the practice of teaching or directly improve teaching and learning in 
classrooms.  In Papua New Guinea, some of the limiting factors are:  
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i) the various perceptions of “education standards”; 
ii) the general lack of understanding of the intentions of “education standards”;  
iii) the vague way in which the standards are stated in the national curriculum (centralised curriculum) in 
such areas as content standards, curriculum standards, life-long standards, performance standards 
and opportunity–to-learn standards. 
 
There appears to be a failure in teachers’ interpretation of national education standards (Kenehe, 1981 and 
Gibson & Weeks, 1990).  These authors argued that teachers experience difficulty in the interpretation and 
understanding of centrally prescribed curriculum, as well as interpreting the broader meaning of a standards 
approach and its connection to the national goals.  Research studies by Lancy (1983), McLaughlin (1994, 
1995; 1997), Pickford (1991 & 1999) and Zeegers (2000) have stated that the need for concepts prescribed in 
academic subjects could be made more relevant and  better linked to students’ prior knowledge and local 
context.  Compounding the inadequate translation of national education standards are poor teacher education 
programs and limited  training in subject areas, to match pupils’ learning contexts (Matane, 1986).  Further, 
inadequate curriculum materials handicap both teachers’ work and students’ learning. 
 
Recent publications by the Department of Education (Department of Education, March, 2002b) reported 
that standards for elementary education, lower primary, and teacher education, lower and upper secondary, 
have not been addressed.  They also stated that concerns about high attrition rates will continue, and that only 
1% of the total population who begin school at grade 1 will complete grade 12.  For example, of the cohort 
of 70,000 children first enrolled in 1982, only approximately 1000 completed grade 12.  There could be a 
number of explanations contributing to the above high attrition rate, but confusion about appropriate 
standards and their achievement is a likely contributing factor.  A joint project report by AusAID and the 
Department of Education (Department of Education, February, 1999e) reported that there is a general 
slippage in the overall curriculum to meet the changing expectations of education offered in schools.  The 
Measurement Services Unit Report (Measurement Services Unit, 2000) noted that “standards in many 
provinces are low and strenuous efforts must be made to identify the causes” (p. 44).   
 
Setting and defining education standards for Papua New Guinea has been bedevilled by confusion, 
misunderstanding, and different perceptions by teachers and policy makers (Kenehe, 1981).  Matane (1986) 
noted that “standards depend on improving the quality of the material in English, Mathematics, 
Science…train teachers as better evaluators of students’ performance and raising the entry levels for student 
teachers at teacher training colleges” (pp. 39-45).  
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Another salient factor that has continued to haunt decision makers is setting standards that address the local 
and cultural contexts of the community.  Diverse local contexts are central to the lack of shared 
understanding of the intentions of education standards, and the vague way standards have been stated in the 
national curriculum.  Avalos (1992), Beeby (1979), Education Sector Review (1991), Elyford (1993), Guy 
(1999), Maddock, (1980), Matane (1986), McLaughlin (1994) and the World Bank (1989) stated that rapid 
economic and political change are aspects of modern Papua New Guinea.  Thus change threatens the existing 
Papua New Guinean beliefs and values, which could be considered relevant to pupils’ learning.  The challenge 
is to re-articulate core value systems and to decide on ways in which these can be approached (Elyford, 1993).  
Western styles of schooling have spread with little thought for the diverse Papua New Guinea cultural 
perspectives and context (Elyford, 1993).   
 
The colonial administration advisory committee on education in 1969 commented on the “two views of 
education” (Thomas 1976, p. 7).  These two views, the village-centred and the nation-centred, could, if 
pressed to extremes, lead to very different sets of policies for education.  Tololo (1976) captured the image of 
the western “transplanted” style of education:  
[It]…is not well understood here and is accepted simply because it was introduced by persons who 
confidently gave the impression that they knew what should be done… It is still not well understood, even by 
many of the comparatively well-educated persons whose decisions affect the future of our country (p. 212). 
 
The changing demands and expectations in contemporary Papua New Guinea society emphasise the extent to 
which the western concept of education and its purpose needs to be redefined.  Such a redefinition should 
provide more choices in education by teachers building on local standards through the school curriculum for 
both academic and skill-orientated subjects suitable for rural and urban pupils.  What is needed is a “new 
look” to make education more appropriate for the lives of people from the various cultures of Papua New 
Guinea.  The ultimate aim of this redefinition should be on the enhancement of teachers’ and pupils’ 
education. 
 
The problem for this research has been alluded to in the previous discussion.  First, Papua New Guinean 
national standards are broadly defined and do not clearly specify how education standards can be formulated 
and achieved.  Thus, different stakeholders have different interpretations.  Second, there is a perception that 
standards are low in contemporary Papua New Guinea education.  Yet, there has been a lack of thorough 
investigation into factors which contribute to the perceived decline in standards. Third, standards at different 
levels serve different purposes.  The different purposes add to the complexities of translation of national 
standards into achievable outcomes.  This scenario demands in-depth research to investigate the national 
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education standards by exploring teachers’ and stakeholders’ perceptions.  This would assist in identifying the 
causes of declining educational standards in the current context of educational and bureaucratic reforms. 
 
1.2 Purpose of this study 
 
The purpose of this study is to explore and understand teachers’ and stakeholders’ perceptions and 
understanding of education standards used in elementary and primary schools.  This study assists in 
identifying ways in which national education policy can be translated into local implementation strategies.  
With the focus specifically on the teachers’ and stakeholders’ perceptions of national education standards, the 
following research question emerged. 
 
The research question for this study is: 
How do teachers in the urban and rural schools in Papua New Guinea perceive the national 
education standards and their implications for future policy making?  
 
This research question was answered by investigating teachers’ and other stakeholders’ perceptions and 
understanding of education standards.  The following sub-questions were asked to assist in exploring and 
extracting these perceptions and understandings. 
 
1 What factors do teachers believe influence their interpretation of national standards? 
2 How do local stakeholders in the urban and rural areas perceive teachers’ interpretation of 
national standards? 
 
The main research question and the sub-questions guide the research methodology and strategies for data 
collection (Chapter 3). These questions also guide discussions of the research findings in Chapter 5 by making 
practical suggestions about a range of possible responses from the education system, teacher education 
institutions and teachers themselves. 
 
1.3 Origin of this study: Practitioner/researcher interest 
 
This practitioner researcher has responsibility for elementary and primary teacher preparation and in-service 
education and public servants within the National Department of Education in Papua New Guinea.  The 
responsibilities of national teacher education and human capacity building demand the researcher have a 
thorough understanding of education standards in order that he can provide leadership in the priority areas of 
the National Education System.  It is anticipated that teachers’ and other stakeholders’ perceptions and 
understanding of education standards may inform national educational policies.  Hence, this professional 
degree fulfils four practical expectations: 
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i) To enhance the researcher’s knowledge of theories that inform educational standards;  
ii) To explore the impact of policies on education standards and their implementation in urban  and 
rural schools;  
iii) To inform policies on teacher education and general educational processes; and  
iv) To understand the importance of research and its implications for educational policy making.  
 
From a practitioner point of view, findings from this study have the potential to lead to understanding new 
ways of structuring and improving teaching and learning in elementary and primary schools.  Furthermore, 
this research provides insights into understanding the conceptualisation and approaches of education 
standards in policy development.  Ultimately, the knowledge gained through this professional doctorate will 
be used to critique and direct future development of education standards in Papua New Guinea. 
 
1.4 Situated Learning Perspective 
 
This study adopts a “situated learning” perspective to guide the formulation of a conceptual framework for 
guiding the qualitative investigation of teaching and learning.  According to Brown, Collins & Duguid (1996) 
situated cognition is based upon the beliefs that knowledge is contextually situated and is fundamentally 
influenced by the activity, context, and culture in which it is used.  Literature on Papua New Guinea 
education and international views of contextual elements which influence teaching and learning include: 
educational goals; contexts and culture; school and teacher variables; curriculum; teacher education; and the 
learning environment.  This study considers these concepts important in the way they contextualise and 
influence construction of knowledge by individuals.  Thus, a situated learning perspective provides the basis 
of the conceptual framework in this study.  Furthermore, the components of a situated learning perspective 
(see section 2.6) provide a good model for structuring teaching and learning activities and therefore have 
some relevance to inform classroom practice in the elementary and primary schools in Papua New Guinea..   
Hence, a situated learning perspective can help contribute to the improvement of educational standards in 
national curriculum for elementary and primary schools and teacher education in Papua New Guinea.  
 
1.5 The Research Design 
 
This study reflects a constructivist epistemology and symbolic interactionism as the theoretical framework.  
The constructivist epistemology is discussed along side a situated learning perspective in conceptualising the 
findings of this study.  In the context of this study, constructivist epistemology is important to view how 
teachers make decisions about the implementation of content standards for subject learning areas in the 
elementary and primary schools.   Furthermore, the changing nature of teachers’ work demands them to have 
the capability to adopt and develop new curriculum and teaching strategies as part of the education reform 
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initiative by encouraging authentic activities that are suitable to the pupils’ learning context.  When teachers 
make decisions that re-emphasises the active role pupils play in acquiring knowledge and the social 
construction of knowledge as an important part of pupils’ context and socialisation process, such decisions 
are meaningful because they make connections between curriculum theory and practice (Terwel, 1999; 
Vygotsky, 1978).  In the case of situated learning perspective or “situationism” (Terwel, 1999, p. 195) the 
requirement of this theory is that authentic learning should take place in meaningful contexts, in what are 
called “communities of practice” (Lave, 1988; Terwel, 1999, p. 195).   This allows the exploration and 
discussions of the research findings to add value to the context of the school, teachers and cultures in which 
the participants work.  A case study methodology has been adopted for this exploration. 
 
The research is conducted in two case study schools, one in Manus province and another in the National 
Capital District in Papua New Guinea.  “Judgemental Sampling” (Fetterman, 1998) was used by this 
researcher as an “insider” on the basis that from this selection something new would be learned about 
important elements of teaching and learning for teachers and students.  The selection of these two schools 
was influenced by the insider researcher’s cultural knowledge and familiarity with the schools’ contexts. 
 
This study is conducted in the following manner.  The data from a “classroom first” approach (this 
researcher’s concept) provides information on what is currently required of teachers and students.  Research 
strategies include open ended interviews, focus group discussions with teachers and other stakeholders.  
Storytelling is used as a strategy to elicit perceptions from these participants.  Teachers’ work programmes 
also informed understanding about teachers’ perceptions.  Stakeholders’ perceptions provided insights on 
teachers’ level of performance and their implementation of national education standards. 
 
1.6 Significance of this study 
 
The significance of this study is three-fold.  First, the study is the first of its kind to be conducted by a 
practitioner researcher in the context of a developing country. It uses a “classroom first” approach to 
understand the standards perspective as an outside concern which influences teaching and learning in schools.  
Second, the study responds to a gap in the literature which identifies those factors which contribute to falling 
education standards in Papua New Guinea schools.  Third, this study informs education policy directions in 
consideration of cultural factors and their impact on curriculum implementation at the classroom level.  
Contribution to knowledge  
 
At a theoretical level, the study seeks to provide an understanding of a standards perspectives as relevant to 
the context of this developing country.   As discussed in this thesis, the adoption of education standards in 
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Papua New Guinea has its origin in the colonial era.  This source continues to inform the nature and 
structure of current education standards.  This study identifies the contextual and cultural factors and 
elements which impinge upon the formulation and implementation of national education standards.  It is 
anticipated that the findings of this study will invite further research on various factors identified. 
 
Storytelling forms the basis of focus group discussions and interviews.  The use of this research strategy in 
this thesis assists further social research which accommodates and values traditions and cultures of 
participants.  
 
Contribution to Practice 
 
At the practitioner level, knowledge of the theory underpinning national standards is likely to trigger a 
reconsideration of policy directions and implementation.  This may facilitate the redefinition of strategies for 
classroom practice, curriculum development, and teacher education.  Importantly, this research informs a 
policy maker (researcher – practitioner) in gaining a thorough understanding of the complexities of planning 
and managing education in a highly diverse cultural context as that found only in the “land of the 
unexpected” – Papua New Guinea. 
 
1.7 Organisation of the thesis 
Chapter One provides the definition of the research problem.  It contains an outline of the study which 
includes a background to the national education standards, purpose and significance of the study, research 
questions and design of the research.  Chapter Two introduces a conceptual framework developed from a 
standards perspective.   
 
Chapter Three contains a synthesis of literature on Papua New Guinea education.  Chapter Four describes 
the design of the research. A case study methodology is discussed.  A range of culturally appropriate case 
study methods including open ended interviews, focus groups, documents, students’ work and teachers’ 
teaching programmes in the two case study schools will be justified.  
 
Chapter Five presents the research findings.  Chapter Six discusses the research findings.  Chapter Seven 
contains a summary and conclusion of this study.  Some recommendations for practice and research on 
educational issues are also proposed in the final chapter. 
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CHAPTER TWO 
 
REVIEW OF RELATED LITERATURE 
 
2.0 Introduction 
The purpose of this study is to investigate teachers and other stakeholders’ perceptions and 
understanding of educational standards used in elementary and primary schools in Papua New Guinea.  
This chapter contains a conceptual framework which was develop to interrogate and analyse the findings 
of this study.  This review of the literature considers how policies on education standards are formulated, 
and classroom instructions and elements of situated learning theory can inform current teaching 
strategies to improve pupils’ learning. 
 
Many governments want to have clear-cut standards enabling direct comparison of output between 
individuals, schools and local education priorities (Brynin, 1993).  Schmoker (2000) asserted that 
“ironically, an analysis of the case against standards reveals its potential especially for helping educators 
address profound gaps in the typical curriculum found in most schools” (p. 49).  Furthermore, Elmore 
(2000) stated that standards are forcing educators to move from naïve, comforting assumptions about 
what is happening in the classrooms to a more honest and productive reckoning of what and how well 
children are actually learning.  As will be discussed in this thesis, the debate about standards continues to 
influence education policy and processes in Papua New Guinea. 
 
In the following section, the international views of a standards perspective are explored.  This will 
provide the lens to interrogate relevant definitions and categories of standards that could be developed 
for elementary and primary schools in Papua New Guinea.  This exploration will adopt the following 
format. 
• The impact of national goals on educational standards 
• History of standards perspective in Papua New Guinea 
• The Standards Perspective 
• Categories of Standards Perspective 
• The Situated Learning Perspective 
 
2.1 The Impact of National Goals on Education Standards 
 
While a number of philosophical arguments about education goals and expectations have been raised by 
Plato C. (428-328 BC), Rousseau (1712-1788), and Dewey (1859-1952) over the centuries, presently, 
many societies continue to question and debate the importance of and expectations about educational 
goals.  Some of these expectations are discussed here to illustrate the belief that goals lead to the 
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definition of education standards.  Delors (1996) discussed the broad consensus about national goals 
amongst many countries regarding their purpose and how education and training processes, which have a 
key role in economic, social and political development.  In the same vein, the South East Asian and 
Pacific Region Educational Administrators and Managers Symposium [SEAPREAMS] (Northern 
Territory Department of Education, 1998) report pointed out that “education has influence over all 
forms of development, such as socio-economic objectives by increasing societal knowledge that impacts 
on increasing productivity of the labour force and growth in economy” (p. 29).  Similarly, Asia and the 
Pacific Programme of Educational Innovation for Development (APEID) (1990) and the World Bank 
(1995) state that education plays a vital role in developing and achieving human resources, as well as 
increasing their scientific and technological knowledge.  Furthermore, such education provides an 
effective interface between education given in schools, work place and real life situations. 
 
Many countries are concerned over their identity, values and attitudes, and other societal factors (Kuhn, 
1990).  Kuhn (1990) pointed out that schools are not educating our youth well enough.  Students lack 
basic knowledge in science, mathematics, social studies and literature, while those graduating through our 
school system do not “have the acquired ability of thinking well” (p. 1).  This concern forces responsible 
authorities to question the existence of schools, the relevance of curriculum and the support systems 
required.  
 
Education contributes to the socialisation process within a society, whereby people continue to pass on 
to younger generations knowledge and understanding of the activities of the society and how to assume 
responsibility (Goode, 1977).  It is through socialisation processes that individuals acquire values, norms 
and attitudes.  It is these “values and ideals that give significance to our lives, and from the experience we 
prioritise, live them and these values are iterative” (Hall, 1996, p. 4).  Any education given by a group 
tends to socialize its members, and “the quality and value of socialization depends upon the habits and 
aims of the group” (Brown, 1970, p. 22).  Inevitably, the expectation remains that education given in 
school is for employment and plays the central role of shaping future generations (Zaida, 1994).  
Education is a “collective assertion and therefore countries must assume responsibilities for making 
education forms coherent and as well as proposing the future” (Delors, 1996, p. 161).  Education 
increasingly is “playing an important role in building wholesome person simultaneously boosting national 
development and setting global social, economic and political activities” (Northern Territory Department 
of Education, 1998, p. 29).  An example of the above comment was reflected in the Australian education 
system.  Between 1975 and 1984, and 1985 and 1998 the system had major changes focusing on national 
development as evident in the standards and curriculum debates (Marginson, 1986; Reid, 1986; Taylor, 
1987; Malcolm & Stephens, 1987; and Hill & Crevola, 1999). 
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Hill & Crevola (1999) discussed the Hobart Declaration of the Australian Education Council (the 
standing council of federal and state/state territory ministers for education), and endorsed the Common 
and Agreed National Goals for Schooling in Australia.  At that time there was a need for the 
development of national educational benchmarks, or standards, to help set national goals, such as that 
every child commencing from 1998 onward will achieve acceptable literacy and numeracy standards 
within four years.  Such goals can lead schoolteachers in “refining and implementing an approach to 
improvement” (Hill & Crevola, 1999, p. 123) for low standards of educationally disadvantaged students.  
This approach to improvement is synonymous with “standard-based education” which means the ways 
of thinking about and operating schools and school systems that ensure that all students achieve defined 
and challenging standards of performance (Tucker & Codding, 1998).  Standard-based education is set 
around 1) the degree of focus and commitment to the goal of ensuring that all students achieve defined 
and challenging standards of performance, 2) the coherence of and depth of the beliefs and 
understanding that underpin the response, and 3) the rigor and sophistication with which every aspect of 
school systems is examined, redesigned, and managed to ensure that high standards are achieved (Hill & 
Crevola, 1999, p. 123). 
 
Education is the key to shaping a child’s future, by “fostering a deeper and more harmonious form of 
human development and thereby reducing poverty, exclusion, ignorance, oppression and war” (Delors, 
1996, p. 13).  Turner (1996, p. 7) argued that countries would be handicapped if they did not have a 
sound universal primary education, because it is through education given in school that the achievement 
of national goals is enhanced.  Furthermore, Delors (1996) asserted that if goals are to be achieved, 
countries have to address different types of tensions that are occurring globally and locally, affecting or 
influencing education and cultural values, economy and social identities.  Internationally, education is 
perceived as a vehicle to reach many children by providing the opportunity for basic education.  Yet this 
global aim is nowhere near achieving universal primary education for all school age children, although, 
there are some signs of improvement particularly in industrialized countries.  Many children still do not 
have access to education.  Delors reported that “130 million children are not enrolled in schools…and 
basic education is of course an issue in all countries, including the industrialised ones” (Delors, 1996, pp. 
25-26).  Delors said societies want more than they need in some situations, particularly, in developing 
countries where reforms have failed because of developing countries’ limited absorptive capacity.  This 
similar view was expressed by Salofa (1998) who said "we were rightly concerned in the developing 
countries about the limited absorptive capacity of economies, meaning our human resources, natural and 
other resources, physical facilities and infrastructure, to deal with new and ever mounting development 
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concepts and ideas.  The promise of growing economies pushed aside those concerns but nothing 
definitive was actually done to address them” (p. 21). 
 
The reports on the situation in the developing countries, particularly education reform, are replete with 
governments’ decisions to meet globalisation educational demands such as “Education For All” (EFA) 
including their own priorities.  Hence, these developing countries are paying little attention to their real 
capacity level to maintain and sustain education activities over a period of time.  The reports by 
UNESCO (1992), World Bank (1995), Delors (1996), Iredale (1996), Kanu (1996), Sweeting (1996), 
Varghese (1996), and Daun (1997) discussed examples of education reforms and implications for 
sustaining these developmental programmes. 
 
A number of countries illustrate the situations described above.  These are India, Guinea - Bissau, Fiji, 
Kenya, and Canada.  Some of these countries have attempted to mirror the globalisation agenda such as 
EFA; although their own priorities have failed to sustain them (Varghese, 1996).  In India, the main 
emphasis was raising teachers’ and provincial officers' competencies in the development and planning 
issues that affected schools and teachers.  The result was quite positive, in that training in development 
and planning at local level gave teachers the opportunity to maximise their pedagogical skills and 
competency in reviewing and improving the levels of learning amongst school children.  Varghese (1996) 
noted that unless the concerns and issues that affect the implementation of curriculum, teacher 
effectiveness, students’ learning and community are understood and addressed at the local level, national 
and global concerns such as EFA will not be achieved.  In many developing countries, priorities are 
teacher competencies, subject knowledge, class management, monitoring and assessment of pupils’ work 
and teaching strategies.  These priorities continue to apply pressure on policy makers for workable 
solutions. 
 
In Guinea-Bissau the main obstacles that inhibit student learning are associated with teachers’ educational 
backgrounds, cultural factors of tribalism, religious participation and gender.  As a result, there are high 
levels of dropout from the school system (Daun, 1996).   A contributing factor affecting the performance 
and achievement of the Guinea – Bissau’s National Goals and reform initiatives, is the global influence 
set for EFA and UPE which the people and the government could not sustain as a result of limited 
financial and professional support (Daun, 1996).  In Fiji the educational goal was to address the 
preservation of knowledge, skills and values of the people, as well as generating new values and 
competencies considered necessary for the future development of the country (Power, 1992).  Kenya’s 
educational goals were focussed on the globalisation process of information and technology, while at the 
same time attempting to sustain its public school system.  The result was that the school system couldn’t 
operate effectively because they have few or no resources, gross inequalities and a struggling economy 
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(Webster, 1998).  In Canada, O’Dea, (1992) said the education system introduced “authenticity 
approaches” as goals in the preparation of classroom teachers to be creative in teaching.  The initiatives 
were encouraged in educational policy, curriculum and classroom practices because these approaches 
were perceived as essential to the performance of teachers, in that teachers had to use creative ways to 
develop school curriculum in the context of the community and students.  O’Dea said that Canada 
realised that teacher training pedagogical principles were not sufficient to address the real situations in 
schools.  By using learning theories and practice learned during pre-service teacher education, teachers 
can experience these in their own teaching strategies to suit teaching situation, which the “authenticity 
approaches” goal encourages.  For whatever teachers plan to teach using the above approaches, concerns 
regarding behaviour and beliefs in the context where teachers teach are significant in the development of 
teaching standards. 
 
2.2 The Origin of the “Standards Perspective” in Papua New Guinea 
 
A “Standards Perspective” was introduced from Britain in the mid 20th century.  This perspective 
continues in Papua New Guinea although it has continued to be redefined in developed countries 
(Elmore, 2000).  In recent years, there has been an increased interest amongst academics and government 
personnel for specified standards for educational attainments throughout the world.   
 
This “imported model approach” (Thomas, 1994) of standards in Papua New Guinea education invites 
concerns about curriculum appropriateness and implementation, teacher quality, policy development and 
the conceptual foundations on which standards are constructed. Some of these foundations for setting 
standards are firstly to fulfil job requirements, secondly, to produce an ideally educated person to 
participate constructively in a society and thirdly, for self-fulfilment.  In this study, the Papua New 
Guinea context is analysed to provide an understanding of national education standards. 
 
The development and use of “standards” began when compulsory education for all school ages was 
introduced in Britain.  Schools providing compulsory education had to develop specific benchmarks that 
children had to achieve in reading, writing and mathematical skills.  The Organisation for Economic 
Cooperation and Development (OECD), (1983, p. 11) reported that regulations were viewed as 
“standards” such as those that were passed  for schools providing compulsory education to ensure pupils 
received a minimum of “ten thousand hours” of school instruction.  Hawes (1987) discusses the way in 
which Britain regulated the presentation of compulsory schooling under the “revised code” approved by 
the Parliament.  Under this regulation, compulsory education operated as a centralised system, and all 
pupils had to achieve set skills.  These skills were critical to Britain's growing industrial enterprises, which 
needed a skilled workforce, to read, write and be numerate in the work place.  The "revised code" also 
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protected the rights of all school age children to receive education.  Furthermore, teachers were 
remunerated based on “a system of payment by results” meaning that teachers would be paid based on 
their teaching performance and the level of skills and knowledge that their classes had reached (Hawes, 
1987, p. 53).  These concepts of “standards” were transported to the British colonial dependencies 
including the West Indies, West Africa and the South Pacific.    
 
In Papua New Guinea, teachers in the European schools used their Australian schools experience by 
writing “curriculum standards” which included knowledge, skills and attitudes in the syllabuses (Attwood, 
1986; Dickson, 1976).   The concept was later introduced by the colonial administration in the 1940s to 
the public schools, health and tax systems (Thomas, 1976).   Dickson (1976, pp. 25-31) explained that the 
payment of subsidies was conditional upon the curricula of the schools being approved and maintained.  
Furthermore, the Advisory Board of Education adopted “a system of payment by result” (Dickson, 1976, 
p. 30).  Students were all required to have the academic skills of reading, writing and numbers as pre-
requisites to enter agriculture and technical education.  An inspection system was introduced as part of 
the central control over education by the government.  Their tasks were to supervise teachers and audit 
all aspects of education provision.  Teachers were required to teach the skills set for English, Arithmetic 
and Geography.  Subsequently, the above approach of monitoring teachers' performance in the delivery 
of skills and knowledge in three academic subjects was found to be inadequate because of its 
examination-based subsidy system.  Schools were paid grants or monies in accordance with the number 
of students who passed annual examinations at the end of grade five in primary schools. 
 
Gradually, it became recognised that this regulation was not an efficient way to set and administer 
educational standards.  New guidelines were introduced in 1948 enabling the central system to adopt 
these following areas:  1) more comprehensive assessment of eligibility for grants, 2) competency of the 
teaching staff, 3) the general school administration, 4) pupils' discipline, and 5) classroom teaching 
(Dickson, 1976, p. 30).  The above requirements were tied to the native tax ordinance, which directed 
revenue raised from taxes to education.  Papua New Guinea Teachers' Union adopted the British ideas 
on the “code of ethics”, a regulation of “professional behaviours” for teachers.  This is a form of 
“standards” associated with teacher attributes useful for teacher recruitment and practicing teacher 
suitability for appointment and promotional purposes. 
 
The purpose of this study is to investigate how stakeholders in Papua New Guinea today perceive 
national educational standards.  This enquiry will, therefore, examine teachers’ understanding of the 
current types of “standards” specified for elementary and primary schools.  Standards specific to 
syllabuses (content), curriculum subjects, student performance, and examinations and assessments are 
discussed.  The intention here is to provide some insight and understanding of how education standards 
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are perceived and used in schools, and to provide clarity and scope of education standards relevant to this 
study. 
 
2.3 Standards Perspectives 
 
The problem of defining standards is universal.  Foriska (1998) pointed out that some theorists describe 
standards in terms of knowledge and skills; others describe standards as what we want youngsters to 
know and be able to do.  Conceptually, approaches to setting and selecting standards are based on a 
particular set of convictions about the functions that standards should serve (Thomas, 1994).  Thomas 
asserted that such convictions are typically reflected in, first, a central principle that guides the 
development of a particular set and, second, a rationale explaining why that set is appropriate and its 
potential for personal social consequence.  The distinctions of the nine different conceptual foundations 
of standards (Thomas, 1994, p. 101) provide information for setting standards which are not mutually 
exclusive in any practical educational setting.  The decision to set and select standards often may involve 
combining two or more of these foundations.  Three relevant approaches to the Papua New Guinea 
education system taken from Thomas’ Nine Conceptual Foundations are: 1) the ideally educated person; 
2) job requirements; and 3) the normal distribution.  These approaches have shaped the formulation of 
policies and curriculum within the education system.   
 
The following definitions explain the nature of these approaches and how they blended within the Papua 
New Guinea education system as adopted from Thomas (1994, pp. 101 - 104). 
 
The Ideally-Educated-Person Approach 
The guiding principle is based on the understanding that the type and level of knowledge and skill are 
demonstrated by a person who can first, participate constructively in society and, second, attain an 
optimal level of self-fulfilment.  This type and level represents the standard against which all learners’ 
achievement can be judged.  The central assumption underlying this approach is that the state 
entrusted with setting standards is an authority in the curriculum learning areas and thereby can 
determine both the pattern of curriculum content and the levels of the mastery (very good, good, 
pass, and fail) that standard represents.   
 
The Job-Requirement Approach 
The guiding principle is based on the analysis of the tasks to be performed in an occupation or in a 
subsequent educational program for which the student is preparing, should be the basis for defining 
the curriculum content and mastery levels.  The supporting rationale for this approach is that 
efficient use of school’s time and facilities will result if the curriculum focuses on the specific 
competencies students need to succeed in a particular future occupation or educational program.  
Thus, the curriculum content should derive from the analysis of knowledge and skills required for 
successfully carrying out tasks of the target occupation or educational speciality.  The minimum 
standard of attainment should be that level of mastery needed to succeed at a beginning level.   
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The Normal-Distribution Approach 
The guiding principle is based on the perception that in any randomly selected group of people, 
human traits such height and weight show the measures of these characteristics across the group of 
people assumes the general shape of a Gaussian Curve (named for the 19th century German 
mathematician-astronomer Karl Friedrich Gauss).  The largest number of people measure at the 
average.  In education distribution of students, tests scores are normally arranged in a normal-
distribution-curve approach.  Those setting standards have assumed that students’ academic 
achievement levels follow the normal – distribution approach.  Educators have created strategies will 
which will provide a means to categorise students.  Accordingly, this approach caters for statistical 
representation of students’ achievements.  
 
These approaches continue to dominate thinking about education standards in Papua New Guinea 
education.  For instance, the Ideally-Educated-Person Approach is mirrored in the National Constitution as 
one of the main principles aimed at educating individuals who can participate constructively in the 
development processes of Papua and New Guinea.  This principle is stipulated in the Education Act of 
1995 which gives the authority and responsibility to the National Department of Education to determine 
the content of the school curriculum and level of mastery needed by pupils to succeed at the end of 
grades 8 and 12.  Therefore, teachers in schools have little professional input in the curriculum to plan 
and develop strategies that may be appropriate to pupils’ contexts.  In the case of the Job-Requirement 
Approach, curriculum in the secondary schools and training institutions such as primary teacher training, 
technical and vocational colleges, all continue to focus on employment opportunities for those 
completing these levels of schooling (NDOE, 200b & c).  The Normal-Distribution Approach concept has 
shaped the beliefs and behaviours of teachers and policy makers that the use of the normal distribution 
curve for school assessment and national examination systems are reliable mechanisms to judge 
individual pupil’s level of performance and achievement.  As a consequence, alternative assessment 
strategies to measure individual pupil’s performance of content knowledge and skills are not developed 
by teachers. 
 
The “imported model approach” for educational standards is an example of an uncritical transfer of 
“Euro-centric” ideas for education in the colonies.  Subsequently, the rationale typically reflects that 
when a school or nation imports this “transplanted model”, its achievement standards would mirror the 
success of educational achievement experienced in the original country.  However, Thomas (1994) 
asserted that there are potential consequences from the imported model.  The first is related to colonial 
power imposing on schools standards from their homeland because of the absence of formal educational 
standards in the colonies.  The second, it was a way of educational authorities gaining and retaining 
control over the school system (p. 115).  These approaches often do not cater for specificities of cultures 
and location, and individual issues in learning. 
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Education standards could be seen as the specification of outcomes associated with specific national 
education goals, and often set by the central government (Husen & Tuijnman, 1994).  Goals are usually 
couched in general terms and are not directly amenable to measurement.  Hence, national education goals 
must be translated into more tangible objectives and formulated as pupils learning needs or achievement 
targets.  This becomes particularly important when education standards need to be appropriate for rural 
children on one hand and urban children on the other. 
 
Having a better understanding of the role of standards will enable better understanding for decision 
makers to make sense of linkages between national goals for vision and directions essential to set 
priorities, and maintain efficient operations.  Furthermore, setting minimum standards would give 
schools an opportunity to determine which students’ learning needs at risk of not reaching the acceptable 
level.  Education standards have the following roles: 
• to show bench-marks necessary for leaders and consumers to judge the school education and 
student outcomes against some norm of quality and efficiency; 
• to set conditions of excellence showing both minimum level of attainment and high level of 
achievement nationally; 
•  to assist staffing and programme decisions, to assist decision makers in organisations,  
• to set criteria by which to recruit staff set levels to expect from the programmes (see Gardiner, 
1999). 
 
The focus in developing and setting “national standards” (Harris & Carr, 1996; Foriska, 1998; Gardner, 
1999 and Tucker & Codding, 1998), conveniently based these national standards on the legitimacy of 
educational goals or “pathways” to help pupils achieve goals.  Gardner (1999) notes that education must 
be seen to prepare the new generation to succeed.  Hence, goals for each planned pathway must be 
assessed if students are to achieve the knowledge, skills, and understanding that are planned in the 
curriculum.  If such specification of content and performance of education standards in the curriculum 
are not met, then the syllabus standards should be reinvented. 
 
Identifying standards involves identifying specific information or skills that must be mastered to gain 
expertise in a given domain (Foriska, 1998, p. 2).  Standards are described as an “information and skill 
perspective” and standards as ‘performance on specific tasks” (Ravitch, 1995).  Gonzalez & Beaton 
(1994) describe standards as “a desired level of performance that is to be reached or preferably surpassed 
by most, if not all students” (p. 173).  Standards can be described in performance terms using the context 
of the real world, which involves highly robust tasks that use knowledge and skills from various content 
domains (Wiggins, 1998).  Foriska (1998) asserted that performance is a critical aspect of standards, that 
standards should be based on students' performance of concrete, meaningful tasks.  There are also 
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standards associated with teachers’ qualifications, pupil: teacher ratio, class size, resources and facilities 
which contribute to pupils’ performance of content standards (Odden, 1999).  
 
In schools, student, curriculum and learning standards are categorised into two components 1) content 
standards and 2) lifelong learning standards (Marzano, Pickering & McTighe, 1993).  Content standards 
describe academic skills and knowledge belonging to specific disciplines, whereas lifelong learning 
standards deal with knowledge and skills that cut across all disciplines and are applicable to life outside 
the classroom.  The wording of the content standards has to specifically relate to the content, for 
example, understanding and applying basic principles of adding two single numbers in a mathematics 
lesson.  Learning standards that normally refer to broad issues would refer to life-long standards (Foriska, 
1989, pp. 1-9).  Curriculum standards describe the goals of classroom instruction.  Classroom goals 
identify the specific focus of the curricular or instructional activities that might be used to help students 
develop skills and abilities within the given content domain.  The opportunity-to-learn standards have to 
do with the conditions and resources necessary to give students an equal chance to meet content and 
performance standards.  Phillips (1994) suggested that content standards “specify what students should 
know and be able to do” (p. 194), involving knowledge and skills essential to a specific discipline such as 
science. Harris & Carr (1996) and Foriska (1998) suggested that content standards refer to essential 
knowledge, skills and habits of mind that should be taught in school and which belongs to a particular 
discipline.  “Content standards establish what should be learned in various subject areas while defining 
the program of study to be designed” (p. 3). 
 
Teacher factors such as their beliefs and understandings can shape their focus and commitment to 
students’ learning (Hill & Crevola, 1999).  For instance, to identify standards and targets for better 
student achievement in the core areas of curriculum teachers rely on their beliefs and understandings of 
what are the right decisions to implement content standards and performance standards (Hill & Crevola, 
1999).  They asserted that content standards define the what and when of the curriculum, that is, what is 
to be taught and in what order.  Content standards provide a map of the curriculum that can be used to 
ensure that important content is covered and not overlooked and that students are being taught the same 
material at the same level of difficulty.  Performance standards attempt to define at what level students 
will progress and by which grade.  Performance standards form the basis for longer-term goals and 
shorter-term goals for individual schools and for individual students.  Further performance standards 
provide the basis for system accountability, funding and support arrangements (Hill & Crevola, 1999). 
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2.4 Definition of standards relevant for this study 
 
There is a long tradition of a standards perspective in educational systems in the world.  The term 
“standard” in the Macquarie Concise Dictionary (1998) is defined as “recognised excellence or established 
authority” (p. 1135). This definition is relevant in this study.  However, there are many other 
connotations of the term in the Papua New Guinea context.  Husen & Tuijnman (1994) described a 
“standard” as referring to “a degree of excellence required for particular purposes, a measure of what is 
adequate, a socially and practically desired level of performance”.  An “education standard” can be 
described “as the specification of a desired level of content mastery and performance” (p. 2).  This term, 
“standards perspective”, conjures up many meanings (see Foriska, 1998; Gardner, 1999; Tucker & 
Codding, 1998; Hill & Crevola, 1999).  These authors discuss the following categories of standards. 
 
1) Content standards.  This category refers to knowledge and skills belonging to particular 
discipline.  It establishes what should be learned in various subject.  
  
2) Curriculum standards.  This category refers to knowledge and skills that are much more 
specific and detailed.  They represent teachers’ classroom activities as these standards are 
delivered to pupils through classroom instruction.   
 
 
3) Life-long learning standards.  This category refers to knowledge and skills that are defined as 
not being specific to any particular discipline and cut across a number of disciplines.  
 
4) Performance standards.  This category of standards focuses on students applying and 
demonstrating what they know and can do while defining the levels of learning that are 
considered satisfactory.   Performance standards express the degree or quality of proficiency that 
students are expected to display in relation to the content standards.   
 
5) Opportunity-to-learn standards.  This category of standards describes the conditions and 
resources necessary to give students an equal chance to meet content and performance 
standards.  Such conditions and resources come both from within the school and outside, which 
makes the learning context more meaningful (Foriska, 1998, pp. 3-5). 
 
These categories of standards provide a clear definition and scope of standards relevant to this study and 
will guide the interrogation and discussion on the standards perspective of this study.   
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2.5 Factors that impinge upon achievement of standards 
 
The discussion so far has provided background understanding of the standards perspective and its history 
in Papua New Guinea education.  However, this study also considers critical factors that inhibit the 
accomplishment of set standards for elementary primary schools.  This section provides a critical review 
of theory and practice of the formulation and implementation of education standards with specific 
references to the Papua New Guinea context.  
 
Effects and relevance of context 
Contextual issues and concerns include the culture, historical backgrounds, sets of established and 
prescribed practices, languages, diversity of societies and political interests that influence the 
definitions of educational goals and how standards are defined to fulfil societal expectations.  Context 
refers to elements that are considered important, for example, groups, institutions, history, economic 
and political factors, and features of the physical environment that influence behaviours and beliefs.  
[c]ontext refers to cultural, historical, political and social ties that connect individuals, 
organizations or institutions.  What individuals or organizations say, do or believe can never be 
understood completely without understanding the social, political, cultural, economic kinship and 
personal matrices in which they are embedded (LeCompte & Schensul, 1999, p. 19).   
Atkin (1996) discussed “helping communities” as an essential factor in the wider context when 
considering ways to establish and improve education in schools.  She argues that communities have to 
learn ways for schools to be better learning environments, and that values and vision driven development 
supported by the community is also a learning process.  Similarly, Parker (1990) asserted that ‘visions are 
powerful images of what we want to create for the future’ (p. 3).  Visions resemble our desired values and 
purpose, while experience gained from achieving the desired future ‘fuels’ that vision (Parker, 1990). 
 
The context of learning is significant to education standards (Okagaki & Sternberg, 1990, p. 62).  
Learning context and its relevant outside environment affect the development and teaching of thinking 
skills, and classroom performances.  Relevant outside environments include children’s families and their 
values, attitudes, norms and other social activities.  Teasedale & Whitelaw (1981, pp. 150-151) stated that 
the success of pre-school education for Aboriginal Australian children should be provided in Aboriginal 
terms so that there is an alignment between values in the home with values taught in the school.  Thus, 
contemporary education of Aboriginal pupils must build on what Australian Aborigines recognise as the 
traditional methods of learning.  Teachers and children in schools have to use thinking skills in their own 
particular physical and social learning contexts to acquire knowledge and skills that are suited to specific 
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environment.  Therefore, although thinking skills may be present, children may not use the skill because 
it is appropriate to a different social setting or context. 
 
Links with home and the community are important for the school organisation (Hill & Crevola, 1999).  
When parents, guardians, and community support the work of the school and are involved with in its 
activities, pupils make greater progress (Hill & Crevola, 1999).  For stronger links, there is a need for 
comprehensive and permanent programmes of partnerships with families and communities.   
 
Effects and relevance of culture 
 
Papua New Guinea’s educational context is highly influenced by cultural factors which are not considered  
part of the curriculum.  For example, knowledge and skills of local traditions and values are not written 
and learned by pupils as part of content learning areas of elementary and primary subjects.  As a result, 
pupils do not spend hours learning about their own cultural traditions and values.  Culture consists of 
beliefs, behaviours, norms, attitudes, and forms of expression that form a describable pattern in the lives 
of members of a community or institution (LeCompte & Schensul, 1999, p. 21).  Culture is not an 
individual trait, what is observed in an individual is unique to the individual.  Individuals can create 
cultural patterns by inventing and communicating them to others.  Cultural features or elements exist 
when they are shared, culture consists of group patterns of behaviour and beliefs, which continue over 
time (LeCompte & Schensul, 1999).  Therefore, a group must adopt a behaviour or belief and practice it 
over time if it is to be defined as cultural.  Cultural contexts set or define the criteria for appropriate 
thinking skills (Okagaki & Sternberg, 1990). 
 
Additionally, the school culture is an important element in creating learning experiences (Goode, 1977, 
pp. 45-46).  Goode contemplates that culture is a “design for living” because it shapes people’s lives as 
they strive for a common purpose.  In this socialization process, schools can promote values, norms and 
roles as forms of communal identity.  Children have to conceptualise using skills to analyse, grade, 
compare and differentiate various concepts in schools.  Often in conceptualisation, the understanding 
process must favour the environments appropriate to the children’s context.  Cultural patterns or designs 
for living create orderliness (Goode, 1977, p. 46).  Individuals choose and practice activities that shape 
their daily lives and thereby, these are adapted as accepted patterns for living. 
 
Culture as integrated patterns of thought and behaviour binds together members of groups (Tishman, 
Perkins & Jay, 1995, p. 2).  Children need deeper understanding of subject matter to make learning more 
meaningful to their learning contexts.  Students’ learning environment can create effective interaction 
between teachers and children. Learning environment in schools create learning experiences, to shape 
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both the teachers and students, particularly in relation to shared peer values, attitudes, purpose and 
norms.  Furthermore, culture is active, interactive, and creates orderliness (Tishman, Perkins & Jay, 1995).  
School culture helps form patterns in the child’s learning situation.   
 
In a similar discussion, school culture contributes to the “acquisition of knowledge by pupils and is seen 
as the product of activities that take place in an active cultural context” (Roelops & Terwel, 1999, p. 203).  
Students participate actively within a school environment, a “task-environment” which is favourable in 
the construction of knowledge.  The use of tasks with different foci, open ended assignments, students 
doing independent work on collection of information are all processes in the construction of knowledge 
and this helps to improve or put to use thinking skills in the task-environment. 
 
Every culture must address certain universal needs (Gardner, 1999, pp. 100-102).  Cultural groups need 
to maximise their available resources, those acquired from other sources, their historical events.  These 
should be guided by their set of established and prescribed practices to address their shared needs.  
Furthermore, in every culture there is an expectation that its youth master certain areas of knowledge, 
skills and acquire certain values.  Important too, there is an expectation in every culture for youths to 
develop intellectually, morally, socially, and emotionally and respect traditions of their society.  Schools 
and education bodies have assumed the above roles to accommodate these needs in the curriculum. 
 
In some societies, central authorities make curriculum decisions, and there is little public debate about the 
body of knowledge for students’ learning (Gardner, 1999).  There are broader expectations; not 
specifically relevant to one cultural group.  Even within the same school, a wider variety of performances 
may be encountered, since the level of attainment is a joint and still poorly understood function of 
students’ efforts, teaching styles, teacher competencies and social demands.  Furthermore, Gardner 
discussed these examples of pre-schools, primary and secondary schools, in Japan, America, Germany 
and Singapore where educational visions in the curricula are basically influenced by the culture of the 
people.  There are assumptions by these countries that students participating in curriculum activities 
designed for schools will question and extend their own knowledge in various subject learning areas as 
well as become enculturated into ways of learning that will continue for the rest of their lives. 
 
However, the above social expectations are depended upon teacher education, teacher abilities, teacher 
attitude, commitment and understandings of other contextual elements that can influence pupils’ level of 
mastery in the subject learning areas to fulfil educational expectations of countries.  For instance, teachers 
have to understand the level of input into schools such as resources provided by the government and 
community (Postlethwaite, 1994; Odden, 1999; Marsh, 1999). 
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In short, educational goals cultural factors and contextual factors are not only crucial to setting directions 
for education systems and standards but can also influence the achievement of education standards.  
Cultural factors in schools shaped teachers’ behaviour and beliefs therefore there is a need for teachers to 
collectively make decisions and implement these decisions as a group to reach their common goals.  This 
study values the key stakeholders’ perceptions regarding national education standards.  Specifically, 
teachers and their associated factors have a major influence on students’ learning.  The next section 
contains discussions on factors that have significance to the achievement of education standards.  These 
are teacher education, teachers’ knowledge of school curriculum and teaching and learning practices that 
can lead to clarifying key elements that can influence practices in schools. 
 
Factors associated with teacher knowledge and skills  
 
This section views the elements associated with teacher education programmes, teacher competencies, 
teachers’ thinking abilities, and teachers’ knowledge and skills that have significance to better teacher 
understanding in the performance and achievement of education standards in schools. 
 
Any intervention or policy shift by countries towards the achievement of quality education has placed the 
need for quality teachers and teaching standards to the centre stage.  Australia for one has increasing 
demands for an educated workforce to work its growing economy (Husen & Tuijman, 1994).  The same 
can be said for the United States and Great Britain where teachers and school curriculum have lately 
come under government scrutiny (Cooper & Shute, 1992; Tomlinson, 2001).  For example, the 
Queensland Department of Education (1999) reported on the review on professional standards for 
teachers with a view to addressing the quality of the public education system to meet changing needs as 
part of its reform.  In the United States, the National Board Professional Teaching Standards committee (NBPTS) 
(1994) stated that the certification of teachers has to be based on subject matter knowledge, and 
instructional skills.  These requirements are essential standards of professional practice and assessments 
of teachers in the performance of teaching standards (accessed, 20th March, 2000).  The NBPTS was 
interested to find out whether individual teachers were meeting the standards through demonstrations of 
commitment to students’ learning.  Teachers were expected to think systematically about their teaching, 
learn from the experience and meet community expectations.  Teachers are continually being challenged 
on standards for teaching to improve students’ learning outcomes.  Other examples where they are 
required to develop competencies include moral values, problem solving, discovering skills, open 
mindedness, penetration skills, judgement abilities, communication and technology, environment and 
cultural issues and concerns (NBPTS, 1994).  APEID, (1990); Cruickshank, (1990); Delors, (1996); Hill & 
Crevola, (1999); and Ndawi (1997) have raised similar issues where students' learning are affected by the 
quality of teaching pressed by competing demands and expectations. 
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Standards for teachers are globally recognised and recorded good practices ideas on teacher development 
in many countries dominate literature on teacher education (Drummond, 2001).  Peters (1975, p 11) 
discusses a range of competencies for teacher education programmes, asserting that competencies for 
teaching have to be designed to educate teachers in the processes of instruction.  These processes include 
1) observing a child, 2) teaching diagnostically, 3) writing objectives, 4) eliciting and reinforcing desirable 
behaviours, 5) teaching for transfer, 6) evaluating outcomes, 7) questioning, 8) planning instruction, 9) 
managing the classroom, 10) interacting with parents, 11) counselling with parents, 12) counselling pupils, 
and 13) communicating with members of the professions.  While these competencies may be superseded 
by new competency areas identified and practiced for teacher preparation in higher education (Darling-
Harmond & Sykes, 1999; Kearsley, 1999), the listed range of competencies is still relevant to current 
practices in Papua New Guinea.  The teachers’ role in the improvement of the school curriculum 
depends on their knowledge and expertise.  Such roles can be integral to shaping habits and learning 
experiences (Iredale, 1996; Tulasiewicz, 1996).  This acknowledges that in real life settings, ordinary 
people and professional practitioners engage in different learning strategies from children in schools 
(Roelops & Terwel, 1999). 
 
Developing teaching strategies from research-based knowledge has resulted in some improvements in 
how teachers’ understanding of constructing curriculum and managing classroom-learning situations 
(Cruickshank, 1990).  These kinds of practitioner knowledge need to be based on validated research with 
particular relevance to the context.  There are multiple ways of enacting knowledge, but this is only 
possible if teachers understand different possibilities that could be available.  Understanding the nature of 
thinking skills and using these in different contexts in school instruction is a useful development in the 
enhancement of teachers’ teaching standards (Cruickshank, 1990).  There is a relationship between 
research information on knowledge, thinking, learning and education practices.  Therefore, teacher 
education programmes have to work towards equipping teachers with better thinking abilities who would 
be prepared to encourage the same for pupils’ learning (Greeno, 1997; Marsh, 1999). 
 
Thinking consists of many different cognitive operations often going on simultaneously or in 
combination with each other (Beyer, 1987) and “must be well understood by those who wish to facilitate 
it” (Kuhn, 1990, p. 4).  Teacher preparation programmes have to give opportunities to develop teachers’ 
understanding of how the process involved in producing meanings, does involve problem solving, 
decision-making, conceptualising and other more specific, subordinate thinking skills.  For example, 
making a decision in a classroom, a teacher takes in all kinds of information, perceptions, and 
impressions.  What teachers do is affected by what they think (Kuhn, 1990).  This means teachers process 
the information through cognition by means of their judgement, decision-making, and planning.  
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Teachers’ understanding of the process is what guides and determines their behaviour in the classroom.  
Similarly, teachers can demonstrate good thinking skills by promoting effective cooperative learning in 
small groups, mastery learning, personalised instruction and peer tutoring (Cruickshank, 1990, pp. 49-50).  
 
There is sufficient evidence from classrooms that competent teachers use learning theories and research 
for developing their teaching instructions (Darling-Harmond, 1997).  Teacher education programmes 
utilise learning theories such as Maslow’s theory of basic needs or Piaget’s four stages of cognitive 
development.  The quality of teacher education program can be determined from the competence levels 
of teachers after training.  In particular, teachers’ critical reflections to enhance their teaching and pupils’ 
learning invite more research to be done on practice in schools (Darling-Harmond, 1997). 
 
Teacher preparation is the “lynchpin in the system of education”, a primary concern to most developing 
countries (APEID, 1990, p. 65).  The most important element in the creation of an efficient education 
system is that the “lynch-pin is a well planned, coordinated, sensitive system of teacher education” 
(Iradale, 1996, p. 9).  Similarly, Delors, (1996), Burke, (1996), and Kanu, (1996) discussed how teacher 
education programs play an essential role in the overall system of education.  Teacher education 
programs continue as priorities for education in developing countries, but sustainability is often difficult 
due to limited resources and slow economic growth. 
 
Factors associated with teacher knowledge, beliefs, understanding  
 
For the purpose of improving teaching standards in schools, teachers have to be supported by research-
based instructional practice to implement new knowledge (Darling-Hammond & Sykes, 1999).  The use 
of research-based knowledge helps teachers to test and experience the implications as they implement 
knowledge generated by others.  This concept was attempted by teachers in the Latin American 
education reform process to use research-based knowledge to improve classroom practices (Avalos, 
1996).  Authorities had to pay particular attention to teachers who have a direct role as implementers, 
with the implicit expectation to construct teaching programs.  The concept was successful for teachers 
who were committed to the achievement of the specific teaching and learning strategies (Avalos, 1996).  
Similarly, research in the United States on the quality of teachers and teaching have found the use of 
research-based knowledge has been crucial to improving learning and is the key to better outcomes (The 
Centre for the Future of Teaching and Learning, accessed 17th June, 2000). 
 
APEID, (1990, pp. 7-8) reported that school instruction is being influenced by scientific knowledge, 
technology and communication advancement because all of these have influenced the teaching and 
learning in schools.  Students’ learning was dependent on the teachers and authorities paying attention to 
testing and evaluating new teaching methods, introducing a variety of students’ learning experiences, and 
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better use of support services.  The future for education appears to be influenced by the global purpose 
of education, known as the “four pillars of education” (Delors, 1996, pp. 85-86).  These four pillars: 
learning to know; learning to do; learning to live together; and learning to be are educational pathways that 
necessitate further consideration for intervention and policy shifts in educational priority needs. 
 
Teachers’ beliefs and understanding are central to effective teaching and learning in the classroom (Hill & 
Crevola, 1999).  Unless teachers believe they can make a difference and have a commitment to doing so, 
the impact of this on other elements is diminished.  Research evidence supports that students can make 
progress given the right conditions.  With sufficient time and support, they have been proven to engage 
in high-order learning (Hill & Crevola, 1999).  Furthermore, salient factors associated with teachers’ 
commitment and engagement in their professional tasks also influence student achievements or 
proficiencies in subjects’ contents (Huberman, 1993; Firestone, 1996; Graham, 1996).  For example, 
Huberman, (1993), Firestone, (1996) and Graham, (1996) all discussed teacher commitment as the main 
determinant that can well achieve or poorly achieve the success of school education.  For instance, 
teacher absenteeism, poor teaching performance, turnover and burnout are obstacles to teacher 
commitment and engagement in their teaching performance (Firestone, 1996).  Discussions about 
teachers’ commitment to their work as professional members of a team involved in practices that bind 
them together have led to school success (Darling-Hammond, 1997; Marsh, 1999).  For instance, teacher 
interest and commitment can be a valid part of the policy making process by when teachers collaborate 
with colleagues and to make improvements to practices in schools (Marsh, 1999).  As such, their 
commitment becomes a community with practices that reinforce what they share, a concept that was 
described as “communities of practice” by Wenger, (1998).  Thus, teacher beliefs, understandings, and 
commitment to their professional work can  lead to better student performance and achievement and 
school success.   
 
Teacher commitment involves their interests or passion for their job, interest in their individual pupils’ 
progress within and outside of classrooms, interest to impart knowledge and skills appropriately to pupils, 
interests in their own professional growth, and interest in maintaining good relationship with the teaching 
staff and community members (Day, 2000; Marsh, 1999).  Implementation of standards should be easier 
and more effective when teachers are committed to acquiring genuine cooperation with and 
understanding of their fellow classroom teachers (Agne, Greenwood & Miller, 1994).  The important 
factors for students’ learning are the commitments and capabilities of their teachers (Darling-Hammond, 
1997, p. 164).  An example of such commitment is where teachers were encouraged to pay more 
attention to “adapting and increasing their professional development” (Day 2000, p. 125), and that the 
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catalyst to successful accomplishment of professional development is defined by teacher attitude (Zinn, 
1991).   
 
Teacher beliefs and understandings are central to structuring programmes and teaching effectiveness 
(Scheerens & Bosker, 1997).  Teaching effectiveness is dependent on the following: 1) time on task; 2) 
closeness of content covered to assessment instruments; 3) a structured approach with specific 
objectives, frequent assessment, and corrective feedback; and 4) types of adaptive instruction that can be 
managed by teachers (Scheerens & Bosker, 1997).  Similarly, individual teachers have to have the 
following: 1) high expectations; 2) engaged learning time; and 3) structured teaching focussed on learning 
needs of students (Hill & Crevola, 1999).  Therefore, to improve students’ learning involves teachers 
focusing on these factors: their beliefs and understandings; leadership and coordination; standards and 
targets; monitoring and assessment; classroom teaching programmes; professional learning teams; school 
and class organisation; interventions and special assistance; home, school, and community partnerships.   
 
Factors associated with student learning 
 
Learning is perceived as behavioural change and acts as a bridge between thinking and learning 
performance (Kuhn, 1990).  Thinking and learning are concerned with aspects of individual cognitive 
processes, social demands of environmental factors and their relationships.  Furthermore, “learning is 
change in an individual using past experience to modify new ones” (Schunk, 1991, p. 2).  However, 
experts on thinking and learning perceive the relationship between cognitive process and social demands 
of environment factors differently.  These theorists and researchers do not uniformly define learning 
perspectives (Kuhn, 1990; Schunk, 1991). 
 
Dimensions of the culture of thinking and the language of thinking are also important because they help 
children to organize, to communicate their own thinking more precisely and intelligently (Tishman, 
Perkins & Jay, 1995, p. 12).  In essence the same could be said for teachers who could improve their 
teacher/child interaction when teachers explicitly express themselves and are clearly understood using 
language.  Thinking to learn does encourage students to think by actively participating in solving 
problems and simultaneously attempting to resolve them.  This approach helps students to “initially 
understand and thus make them critical thinkers” (Darling-Hammond & Sykes, 1999, p. 346).  
Participation in social sites such as schools, family, and work place also helps students’ thinking process.  
Participation in activities within social sites experiencing new times and new ways creates “social 
identities” and as such conscientious students are produced.  Therefore, education given in schools must 
articulate the thinking and learning or understanding processes of the new kinds of students, capitalizing 
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on their own knowledge and through the school curriculum. The importance of schools valuing learning 
as a life long activity and having no boundaries is relevant worldwide (Delors, 1996, p. 142).    
 
Factors associated with curriculum decision and teaching programmes 
 
Teachers’ beliefs and understandings can influence pupils learning’ in relation to what standards are 
learnt, how these standards are identified and their use of these standards.  This section views a number 
of the factors related to the expectation of the appropriateness of what is learned and used from content 
standards and curriculum standards.  Aspects of curriculum and performance standards such as 
classroom programmes, monitoring and assessing pupils’ learning are also discussed. 
 
There is a high degree of similarity in primary curriculum outlines across the world, in defining success 
and failure (Conyer, 1993, p. 66).  There are also pressures from within education systems for more 
coherence of education structures and pathways based on pedagogical arguments in favour of integrated 
learning, that is, meaningful combinations of practical, theoretical, academic and vocational knowledge.  
In Australia, Ganderton (1996) described studies that were conducted to fine-tune and complete 
reassessments of a vital part of education, that is, the interface between schools, training and paid 
employment.  There was a realisation that work was becoming increasingly multi-skilled, creative, and 
adaptable, implying a blurring of traditional roles of schooling and work or a convergence of competence 
of general, vocational and occupation-based education related skills.   
 
Key changes in the Australian curriculum policy have accommodated the above linkages identified above 
within the philosophy of education in the state system of education (Ganderton 1996).  In the other 
words, education and training institutions in each state are aware of these expectations and are 
constructively instituting these changes within their institutions.  Furthermore, Ganderton (1996) in 
describing education in Australia pinpointed that new curriculum policy was to address a number of these 
areas: 
• to decentralise educational function to the state and school level; 
• to maintain some control in the centre;  
• to move to community involvement in some curriculum areas; and  
• to move towards a national core curriculum. 
 
 The above discussion illustrates central control over curriculum in its efforts to link general education, 
vocational and occupation-based skills is similar to the Papua New Guinea situation.  In Papua New 
Guinea, the main concerns have been at the local level where implementation of policies has been 
confounding and misunderstood by stakeholders.  The choice of a national standard or standards by an 
education system can lead to multiple pathways.  Education systems must choose a manageable number 
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of distinct pathways that are achievable (Gardner, 1999, p. 224).  The premise of making distinct choices 
is that education systems can then address fundamental concerns and issues by organising curriculum, 
such as, to focus on basic literacy and numeracy skills.  Whatever the choice national curriculum and 
national standards take, it must involve those who are responsible for the implementation.  Schubert 
(1997) explained that: 
Curriculum is the act of keeping alive the curriculum question itself.  That is, it is a continuous 
asking and re-asking.  What is worthwhile to know and experience?  By saying that the question 
should be kept alive, it means that teachers and learners should be free to address this question 
for their lives.  Too often, externally imposed constraints prohibit genuine inquiry, such as, how 
can pupils create a good life, one that brings fulfilment to themselves and simultaneously results 
in good consequences for others and the world in which they exist? (p. 61). 
 
The above statement contains an important question “What is worthwhile to know and experience?”  For 
curriculum and educational change, which perhaps cannot be resolved within a given time, it raises 
fundamental questions of what it means to know and the potential impact of the answer on lives of the 
pupils in their community.  Here, curriculum addresses the central issues of interest and motivation of 
students.  A teacher has to take time to learn the concerns of learners, which occupies learners’ 
experience and to use these as the basis of curriculum improvement in schools (Schubert, 1997).  There is 
a need to redefine learning, to rethink the purposes of learning and the consequences for learners of 
different conceptualisations of learning and to reconsider elements essential to educational reform.  
Hence, curriculum reform has a major role in revisiting these areas when considering improvements in 
teaching and learning. 
 
Organizations need to recognise that curriculum development can be a powerful and visible means for 
communicating with the community (Foriska, 1998).  School organizations also need to recognise that 
through curriculum development, they can fashion for themselves and their constituents an 
understanding of their purpose and visions for the future.  Comprehensive standards development for 
schools needs ongoing attention to curriculum development and renewal so that there is a well-defined 
sense of mission.  If this is done clearly, it will leave room for classroom teachers to determine the best 
way to carry out their work.  Accordingly, any curriculum review in schools has to be based on the best 
available knowledge from research and current trends in order to identify content expectations (Foriska, 
1998). 
 
Another element important to curriculum decisions at the school level is teaching programmes 
(curriculum standards).  Hill & Crevola (1999) stated that those developing content standards need to 
ensure that the standards specify clearly both what students need to know and could do to make 
classroom teaching programmes meaningful.  Decision making about teaching programmes for effective 
teaching has to be structured and focussed on the learning needs of each pupil in the class (Lieberman & 
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Miller, 1999).  Teachers may face the difficult challenge given the wide range of needs and abilities of 
pupils within a classroom.  This requires teachers to have detailed understandings of how pupils learn, 
and well-developed classroom routines, organisation, and management related to the teaching 
programme.  Furthermore, teachers are required to motivate and engage pupils using a range of activities 
and strategies (Hill & Crevola, 1999).   
 
An essential element for curriculum decision making at the school level is related to benchmarks.  
Benchmarking is an important part of curriculum design.  Benchmarks detail the progression of 
reasonable expectations for acquiring skills and knowledge needed to reach the content standards 
(Foriska, 1998, pp. 30-34).  Benchmark indicators act as points of reference, for controlling learning and 
assessments by teachers, students and parents.  Benchmarks identify what children are capable of learning 
at different ages regarding content standards and identify the skills and knowledge students need to reach 
these standards.  They establish “checkpoints” in the learning sequence, and provide clarity of focus for 
what will be expected in the curriculum.  Benchmarks define clear minimum standards and targets which 
are specifically linked to an explicit level of performance and to a procedure for assessing whether pupils 
had reached that standard (Hill & Crevola 1999).  In a standard-based education there is a strong demand 
for regular monitoring and assessment.  Assessment is important to establish whether targets have been 
met and whether progress has been made toward ensuring that all pupils meet the standards.  An 
important function of monitoring and assessment is for the teacher to find out as much as possible about 
each pupil, to establish starting points for teaching, and to use this diagnostic information to drive 
teaching programmes (Hill & Crevola, 1999).  Leadership and coordination are critical ingredients for 
schools to provide ongoing checkpoints to know if standards and targets have been reached as part of 
the teaching programmes. 
 
Effects and relevance of leadership and coordination 
 
School leadership has become an urgent policy issue as an integral component of the drive for more 
effective schools, raised achievement, and public accountability (Riley & MacBeath, 2003).  Interwoven 
with the principal’s leadership influence over the beliefs, actions and values of teachers are the activities 
that involve leading, managing and coordination within schools for change to take place.  Change and 
sustained improvement are extremely difficult, if not impossible, without good leadership, particularly 
where whole school change is sought (Hill & Crevola, 1999). Effective schools have consistently drawn 
attention to the importance of strong educational leadership, and indeed, it is an important characteristic 
(Lavine & Lezotte, 1990).  Leadership is the key to achieving education standard and effective schools 
(Sammons, Hillman & Mortimore, 1995). 
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Leaders and followers have to work in partnerships or through other collaborations in order to shape 
collective purpose (Burns, 1978).  Adequate interaction between leaders and followers leads to clearer 
understanding of objectives, mutual needs, and motives than if they work in isolation.  Burns identified 
two styles of leadership.  The first is a transactional style, and second is a transformational style.  
Transactional leadership would be practiced through a negotiated contract between leader and 
subordinate or principal and teacher.  Burns asserts that in return for specified privileges and rewards, 
teachers, for example, would comply with certain rules, regulations, and procedures to accomplish an 
organisational directive.  In the case of transformational leadership, teachers for instance in schools are 
regarded as followers who are engaged through a deeper commitment, a covenant, guided by a purpose 
that is felt to mutually benefit the individual and the organisation (Burns, 1978; Norris, Barnett, Basom & 
Yerkes, 2002). 
However, in the school situations combining both perspectives (transactional and transformational) 
therefore, a value-added approach would be of great advantage (Bass, 1985, Sergiovanni 1990).  The 
theory behind such an approach is that “to build a foundation of readiness conducive to greater 
organisational participation…. Transformational leadership style is added at the point when the 
organisation and its members have gained a foundation of stability and skill” (Norris et al., 2002, p. 85).  
This value-added component suggests that leadership shifts from a more directive, or authoritarian style 
to one that enables.  For instance, leaders adopting this approach would foster a sense of purpose that 
inspires and motivates subordinates to “buy into” the organisational purpose and become committed to 
the goals of the organisation.  Consequently, Norris et al. (2002, p. 85) asserted that the transactional-
transformational perspective has been criticised for manipulating followers to get the job done and be 
happy and feel they are contributing to the organisational purpose.  Yet leadership fundamentally is about 
influence.  
 
Good leadership and coordination are essential in schools to achieve their educational goals (Levine & 
Lezotte, 1990).  Schools need strong leadership qualities to guide quality teaching as well as to provide 
change and sustain improvements that are essential to support student learning.  Hill & Crevola (1999) 
stated that standards-based education demands committed staff and renewed focus on instructional 
leadership.  Individuals who play a leading and hands-on role and are committed to redesigning and 
transforming teaching and learning can contribute to school success.  Such leaders/principals are 
conscious that change in schools progresses through three phases, namely initiation, implementation, and 
institutionalisation.  During each part of the above phases, the principal and leadership team need to be 
able to provide an appropriate balance of pressure and support (Fullan 1993).  Low expectations and 
complacency are unavoidable consequences of lack of pressure.    
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Teacher leadership is also a significant element on the translation of standards that impact on teaching 
and learning in schools.  According to Leithwood, Jantzi & Steinbach, (2003), shared teacher decision 
making and teacher professionalisation were found as key elements that could contribute to essential 
transformations for school success.  Teachers’ participation in decision making is successful when they 
are given the opportunity to reflect on the experience at the work place as well as they increase their 
sense of professionalism and satisfaction of their work (Leithwood et al. 2003).  
 
Effects and relevance of professional learning teams  
 
Another important factor at the school level that needs the support of the principal is teacher 
professional learning teams.  Professional learning teams aim at improving teaching and learning in 
schools.  Professional learning teams provide effective, ongoing, and practical professional learning 
opportunities for teachers to improve the quality of classroom teaching and students’ learning outcomes 
(Hill & Crevola, 1999).  Teachers are able to improve their effectiveness as professionals, given that they 
are given the right conditions, support and coaching from their colleagues and school principal (Caldwell, 
1999).  To accomplish school goals for most students achieving the learning standards, teaching staff 
have to ensure there are optimal uses of resources.  Teaching staff and principals have to be directly 
involved in determining where funding could best be spent. 
 
Effects and relevance of determining adequate resources 
 
Determining the number of resources and reallocating resources to fulfil teaching and learning is 
important issue given that there has been a decline in resource acquisition, management and organisation 
in recent years (Odden, 1999).  The experience at the school level from the developed countries also 
indicates that the amount of professional development and working teams to review and set new 
standards in school are handicapped by low budgets to equip these teams to effectively carryout their 
professional tasks (Odden, 1999).  Despite the limitations by schools to equip various subject disciplines, 
principals and schools find themselves in awkward positions because major decisions about funding, 
reallocation of curriculum and equipment are externally controlled.  For schools which are well 
resourced, research findings revealed that approaches to resource allocation can have a positive effect on 
student performance (Odden, 1999).  Schools which used resources differently from traditional practice 
were found to have improved performance despite the lack of any increase in funding or additional 
resources.  They reported the these approaches: 1) reduce class size; 2) create even lower class sizes for 
reading; 3) reduce the daily student-teacher contact numbers in the high schools from 150 to fewer than 
100; 4) personalise the teaching-learning environment; 5) provide common planning time; and expand 
professional development (Odden, 1999).  While resources of various means such as curriculum texts, 
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financial and personnel support is crucial for enhancing teachers and pupils performance of standards, 
how schools use their resources is also a critical issue. 
 
2.6 Situated Learning Perspectives  
 
Throughout this chapter, key elements associated with education standards have been considered 
including educational goals, context, culture, thinking and learning, teacher education, and curriculum.  
This next section views the “situated learning perspective” which will guide the discussion of the 
achievement of education standards in schools to provide an understanding of the relationship between 
the key concepts connected to the implementation of education standard practice, research and theory.  
This will help in the formulation of recommendations of better practice ideas for improved input into 
schools, teacher and principals’ capabilities and better assessment methods to improve pupils’ 
proficiencies in elementary and primary schools in Papua New Guinea.   
 
The key concepts explored through this discussion of the standards perspective and factors which 
influence the achievement of standards are connected to situated learning theory.  Therefore, situated 
learning theory is also useful as a tool to analyse the research findings.  For the classroom teacher, the 
challenge of situated learning theory becomes one of developing teaching methodologies and course 
content that support cooperative student activity, and reflect the complex interaction between individual 
expectations and learning opportunities. 
 
The discussion now considers a number of learning theories that can guide the researcher in exploring 
understandings of the complex nature of teaching and learning practices in elementary and primary 
schools. Thus, the situated learning perspective, constructivism, and behaviourism or associationism are 
discussed.  Schwab cited by Terwel (1999, p. 196), claims that to provide educational practice on a 
coherent basis in actioning authentic learning, no single theory can provide adequate foundations for 
educational practice (Schwab, 1970).  The conceptions of situated learning relevant to this study are 
explained below.   
 
Researchers and theorists have different interpretations of the meaning of situated learning and situated 
activity (Lave & Wenger, 1991).  To some people, “situated” could mean that people’s thought and action 
are located in space and time, while to others, it means people’s thought and action in social events, 
where meanings are formed through interactions.  Harley (1996) discussed that a theory of situated 
learning is based on the assumption that an individual is unique in and of him/herself.  Influencing 
factors such as context on an individual pupil’s situated nature of cognition presupposes that there exist 
certain realities external to the individual that he/she works with or rejects.  Hence, “situation” is defined 
as the awareness by which the individual determines his/her moment-by-moment reality.  The individual 
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as an actor in the social world defines the reality he/she encounters.  A similar understanding of 
individual interpretation is presented by John Dewey (1933), who argued that that “thinking is specific, in 
that different things suggest their own appropriate meanings, tell their unique stories, and do this in very 
different ways with different persons” (p. 46).  Therefore, the situated specificity of thought referred by 
Dewey (1933) is both specific to the circumstances of the context and the unique cognitive constructions 
of the thinker.  Drawing from the work of Vygotsky (1978), situated learning can be understood as the 
“appropriation” of knowledge in practice according to socioculturally evolved means of mediation and 
modes of activities.  According to Vygotsky (1978), our thinking processes are deeply rooted in cultural 
activity such as schools.  Unlike Piaget, who claimed that our ability to think is primarily subject to 
neurological maturity, Vygotsky (1978) argued that cognitive development and learning should not merely 
be individual, independent, or inner, but as a result of experiential support that nurtures and guides our 
ability to think. 
 
The shift from behaviourist to cognitive views of learning has further developed new ideas about the 
nature of cognition and learning.  For instance, in the situative perspective, cognition is a) situated in 
particular physical and social contexts, b) social in nature, and c) distributed across the individual, other 
persons, and tools (Putnam & Borko, 2000, p. 4).  In the case of the situated nature of cognition, this 
suggests the importance of “authentic activities” in classrooms.  They are ordinary practices of a culture 
or activities practitioners actually do (Brown et al, 1989).  Situative perspective ideas relate to nature of 
knowledge, thinking and learning (Anderson, Reder & Simon, 1996; Anderson, Reder & Simon, 1997; 
Greeno, 1997; Putnam & Borko, 2000).  Many of these ideas and their implications for educational 
practice have been primarily to help pupils to develop deep understandings of subject matter (content 
standards), situate students’ learning in meaningful contexts, and create learning communities in which 
teachers and students can engage in rich discourse about important ideas (Putnam & Borko, 2000). 
 
The theory of “situated cognition” is based upon the beliefs that knowledge is contextually situated and is 
fundamentally influenced by the activity, context, and culture in which it is used (Brown, Collins & 
Duguid, 1996).  Brown et al. (1996) suggest that understanding that knowledge is situated has important 
implications for our understanding of learning and the ways in which the design of instructional 
experiences and activities can be planned.  Brown et al. (1996) assert that students and experts are 
engaged in activities that are situated in their cultures in which they live and or work, in which they 
negotiate meanings and construct understanding. Thus, the “situated learning model” has these key 
components, explained by McLellan (1996, pp. 6-11).  
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1) stories 
The stories component of a situated learning model reiterates their importance in the actual construction 
of knowledge.  For example, narratives play a vital role in the transfer of information and discoveries, 
whereas, people keep track of their discoveries, providing a meaningful structure for remembering what 
has been learned. 
 
2) reflection 
The reflection component involves the use of both experiential thinking and reflective thinking, which 
evokes insights and revisions in the classroom activities; 
 
3) cognitive apprenticeship 
The cognitive apprenticeship component is a process, which involves students to acquire, develop and 
use cognitive tools (knowledge) in authentic domain activity.  Knowledge and skills are context 
dependent, a situated and enculturating nature of learning; 
 
4) collaboration 
The collaboration learning component involves collective problem solving, displays multiple roles, 
confronting ineffective strategies and misconceptions and provides collaborative work skills; 
 
5) coaching 
The coaching component involves the observation of students while they carry out tasks, providing a 
guide on the side to monitor the academic and social growth of the every student leading into new areas 
of understanding and competence; 
 
6) multiple practice 
Multiple practice involves the repeated use of skills to test, refine and extend skills into a web of 
increasing expertise in a social context of collaboration and reflection; 
 
7) articulation of learning skills and  
The articulation of skills is the process used by the teacher to separate different components of learning 
skills for more effective learning.  This process is aimed at encouraging students in their acquisition of 
knowledge of subject learning areas by using reasoning or problem-solving skills.  Students can have 
better understandings of thinking process, to explain things for themselves and others; and 
 
8) technology 
The technology component refers to the expansion of power and flexibility of the resources, which can 
be deployed to support the various components of situated learning.  For example reflection is enhanced 
by the use of video to replay the skills of good coaching by an expert teacher. 
 
The above components of situated learning perspective provide useful knowledge for teachers to 
improve their practice.  Therefore, these ideas are used to inform this study when interrogating teaching 
and learning approaches in the two Papua New Guinea elementary and primary schools.  To some extent 
teachers may be conscious about the usefulness of story telling, collaborative and reflective learning and 
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are themselves coaching students to pass examinations.  Thus, this study provides the opportunity to 
understand what teachers know and can do using some of these approaches.  Furthermore, this 
exploratory study provides an understanding if the components of situated learning are relevant and 
applicable to structure pupils learning activities. 
 
The Foxfire Project educational programme conducted in the United States, (Wigginton, 1991) built on the 
notion of stories and found that both current and former high school students tell of their most 
memorable and generally positive experiences.  The project team noted that students involved in small 
group work and peer teaching, made real decisions and took real responsibility, and produced work that 
was tangible and of substance.  What they did was valued beyond the classroom.  These features enabled 
students, in one way or another, to be engaged in intense, collaborative, democratic problem solving, 
analytical and reflective as well as bringing the classroom, curriculum and community together creating an 
atmosphere that was appreciated (Wigginton, 1991).  
 
Another research report on situated learning by Terwel (1999, p. 195) reported that the learning 
environment does influence children’s learning.  The situation has to be specific to the learning 
environment or communities of practice for the children to play an active role in the construction of 
knowledge.  In addition Lave, cited by Terwel (1999), reported that situated learning, where there are 
meaningful contexts or communities of practice, meets the requirements of “authentic learning”.  
“Situated learning” is a basis for instruction, whereby knowledge and skills can be acquired in context, 
reflecting knowledge that can be useful to real life situations (Collins, 1988, p. 329). 
 
Learning environments need to promote knowledge.  School knowledge is not appropriately developed 
by centralised authorities to meet students’ essential learning needs, because most do not include both 
school and home environment contexts.  In similar research, Greeno (1997, pp. 85-93) asserted that in a 
“situative perspective” knowing is sustained by individual participation in education practice and learning 
processes.  Thus, individuals developed their identities as learners and thinkers.  Individuals increase their 
abilities in learning to think by actively engaging in more thinking as they participate in activities (Greeno, 
1997).  Further, research by Oers & Warderker (1999, pp. 230-231) discussed the active participation in 
the activities as an approach to “authentic learning”.  They said authentic learning involves an individual’s 
participation in an activity in an independent way, where “the self and personality is constructed”. 
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2.7 Related learning theories:  Constructivist, behavioural/associationism, and cognitive 
perspectives 
 
Earlier it was mentioned that learning theories are interwoven.  Research on constructivism, and the 
behaviourism/associationism perspectives illuminate understandings of contextual elements that 
influence practice and learning in schools.  Some of these elements include the learning environment, 
technology and instructional designs, context, culture, and community support systems.  The 
“Constructivism perspective”, for instance, focuses on meaning and the sense of the world held by 
individual learners as members of a group and is interdependent with language and social interaction.  
Knowledge is constructed and legitimised through social interaction between individual members of a 
group.  Language plays an important part in making meaning, and in a learning environment this 
enhances the construction of knowledge by individuals (Gergen, 1995: Shapiro, 1989).  
 
The implications of employing a constructivist perspective for this study would provide useful knowledge 
to understand the relationship between practice, theory and research in the implementation of the 
national curriculum.  Winn (1996) asserts that instructional designers need to promote knowledge and 
skills that are applicable in a variety of “authentic” settings.  Instruction has to encourage transferable 
knowledge and skills.  This means that these skills must be taught so that they can be transferred and are 
evident and well learned.  Also, instructional designers must pay more attention to teaching skills that cut 
across all situations in which problems are solved, such as inferential reasoning.  Winn said “instructional 
designs should be capable of a high degree of self-modification so that the design created before 
implementation can be changed during instruction” (p. 61). 
 
Constructivism has played a great role in cognitive psychology.  Constructivism emphasises students’ 
active roles in acquiring knowledge, and social construction of the knowledge contributes to social and 
cultural theory.  Specifically, constructivism and situated learning perspectives both provide significant 
challenges for curriculum theory, practice and research.  Insofar as these perspectives are concerned 
“they can make meaningful contribution to nation-wide intervention, given the time, effort and 
deliberation to curriculum practice” are ensured (Terwel, 1999 p. 198). 
 
The “behaviourism/associationism perspective”, (Greeno, 1997, p. 85) suggests that in relation to 
educational practice, there is a strong connection between stimuli and responses.  Two important 
variables in the above perspective are the learner and the environment.  In education practice, 
opportunities are proposed for the reconstruction of knowledge and problem solving by individuals.  It is 
a means whereby students are seen to develop the ability to learn to think by accumulating basic skills in 
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the thinking process to solve complex problems.  Further, learning through the activation of accumulated 
ideas and performance in relation to stimuli and responses is enhanced through acquisition of skills.  
Understanding is enhanced through reasoning and problem solving, and participation in social practices 
that promotes inquiry and knowledge.  Schunk (1991) discussed the mental processes and behaviours of 
living organisms which normally would adapt to environmental conditions.  From the behaviourist 
perspective, learning is viewed as a change in the form or frequency of behaviour conditioned by 
environmental factors.   
 
In education processes, environment plays a role in helping individuals in their mental constructs to 
process information in the way learners shape their thoughts and beliefs, values and attitudes.  Novak 
(1978) suggested that cognitive theorist conceptions of learning emerged from Piaget’s ideas of 
intellectual stages of development.  The emergence of Piaget’s theory of learning introduced new ways of 
understanding how learning is constructed in concrete and formal thinking stages.  Piaget’s stage theory 
of learning does not only provide understanding of mental development, the conditions and design of 
measuring learning.  The advantages of Piaget’s stages of learning are capable to represent things from an 
egocentric axis, and other vantage points (Glasserfeld, 1991; Novak, 1978). 
 
Teaching standards could benefit from adopting problem solving as a mode of thinking.  Children learn 
or understand only as a result of thinking.  Knowledge then is the “undertakings” one takes to 
“transform” problems in order to solve the problem (Darling-Hammond & Sykes, 1999).  Similarly, 
O’Brien (1999) discusses the process of thinking about our relationship with what occurs in different 
social sites.  The changing cultural and socio-political times and multiple interactions between social sites 
such as at the state and school, mean that educational needs will continue to change.  Therefore, there are 
lessons to be learned are captured vividly in Darling-Hammond and Sykes: 
We are at a dangerous point of evolution of the reforms if expensive teacher professional 
development and traditional approaches do not achieve teacher competencies. (Darling-
Hammond & Sykes, 1999, p. 343) 
 
The above statement provides insight in the central focus of this study on the teachers’ perceptions and 
understanding of education standards in elementary and primary school in Papua New Guinea.   
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2.8  Summary 
This section has discussed some international literature on the standards perspectives and elements that 
influence the achievement of standards.  These include goals of education, context, culture, teacher 
knowledge, teaching, student learning, leadership and co-ordination, professional learning teams, 
resources, curriculum and learning theories which form the conceptual basis for this study.  Situated 
learning perspective has also been included in the framework to assist with an analysis of the research 
findings. 
 
The next chapter provides a background to Papua New Guinea education.  This is done through an 
analysis of the Papua New Guinea context and empirical literature examining various elements effecting 
educational standards.  This links the international perspective to the contextual realities for this study. 
 
The conceptualisation of the standards perspective and the realities of Papua New Guinea education is 
illustrated in the figure 3.2.  
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CHAPTER THREE 
 
THE CONTEXT OF PAPUA NEW GUINEA EDUCATION 
3.0 Introduction 
Chapter 2 provided a discussion for a “classroom first approach” investigation of the national education 
standards specified for urban and rural elementary and primary schools.  This investigation focus is on 
the standards perspective adapted for Papua New Guinea education as a developing nation.  The key 
concepts of content standards, curriculum standards, performance standards, life long learning standards, 
and opportunities to learn have helped to illuminate the development of themes within the Papua New 
Guinea context.  The intention is to provide an insight into how national education standards are 
translated to instructional practice and their implications for pupils’ performance and achievements. 
 
The purpose of this chapter is to provide an understanding of how the development of the “Western 
formal type” standards-based education system in Papua New Guinea has unequivocally shaped policies 
and practices of education.  This will be attempted through an examination of policies and research on 
various factors that influence the attainment of educational standards in Papua New Guinea education.   
This Chapter covers the following areas: 
• Brief history of Papua New Guinea  
• Development of the Education System 
• How international standards perspective fit into Papua New Guinea context 
• Papua New Guinea experiences of education standards 
• Gaps in the literature 
 
A brief description of the Papua New Guinea background will assist the reader to appreciate the 
educational conditions and issues discussed in this thesis. 
 
3.1 Brief history of Papua New Guinea 
 
The large island to the north of Australia is called New Guinea and is divided by a political border 
dividing the west and east.  The western half of the island, once known as West New Guinea, was 
colonised by the Dutch and, now known as Irian Jaya, is part of Indonesia (Premdas, 1989).  The word 
“Papua” is derived from the early explorers’ descriptions of clans and ethnic groups who had frizzy hair.  
These people are commonly referred to as “Papuans” and generally are located in the southern part of 
the island.   The north of eastern New Guinea mainland and islands constitute many large and small clans 
and ethnic groups.  The word “New Guinea” is derived from the early explorers’ description of the 
people who resembled the “Guinea” people of the western part of the African continent.  New Guinea 
mainland provinces include East and West Sepik, Madang, Morobe and Eastern, Southern and Western 
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Highlands.  The island provinces are known as Bougainville, East and West New Britain, New Ireland 
and Manus.  
 
The British colonial administration ruled Papua between 1899 and 1906.  It was then handed over to 
Australia as a territory.  A German administration ruled New Guinea from 1884 until after the First 
World War in 1918, when Australia was given the mandate to oversee New Guinea as well.  These 
separate territories were administered separately by Australia from 1906 to 1945.  After the Second World 
War, the United Nations declared the two territories to be one single territory comprising Papua and 
New Guinea.  Global pressures on colonial powers (Smith, 1985) pushed Australia to prepare Papua and 
New Guinea to gain full independence in 1975, renaming it, Papua New Guinea. 
The impact of western dominance (Australian, British, German and American) in Papua New Guinea has 
been discussed in detail in a number of publications (Bray & Smith, 1985; Dickson, 1976; McKinnon, 
1976; McLaughlin & O'Donoghue; 1996; Thomas, 1976; Trevakis, 1976).  The above writers 
acknowledged that past developments in education were made possible as a result of mutual trust and 
confidence between churches (usually referred to as missions in Papua New Guinea) and state education 
personnel.  Government and missions alike had to establish and maintain their own systems.  These 
developments and concerns are discussed below. 
 
3.2 Development of the Education System 
This section on the development of the education system has two parts.  Part one provides the history of 
education.  Part two discusses the problems of education during the development process. 
Historical background of education system 
Papua New Guinea's national education system was developed on a “transplanted” western model of 
education.  Tololo (1976) articulated that the education system was introduced by “persons who 
confidently gave the impression that they knew what should be done, even though it was not well 
understood, even by many of the comparatively well-educated persons whose decisions affected the 
future of the country” (p. 212). 
 
The Christian churches, including the London Missionary Society (LMS), and the Lutheran, Methodist 
and Roman Catholic churches, organised a system of schools in Papua New Guinea before a state system 
was introduced.  Between 1873 and 1940, the first formal school systems were established by the 
missions to teach local people to use English to read, write and communicate.  Local teachers were 
trained as teacher-evangelists.  Their roles were to spread Christian doctrine, teach literacy programs and 
run elementary schools.  Missions also established teacher-training centres.  In a period when Germany 
was attempting to build its empire in the South Pacific, the German administration in New Guinea 
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established a large school for both European and Indigenous children.  They provided technical 
education and German language teaching to develop the knowledge and technical skills for immigrant 
workers and Indigenous people.  McLaughlin & O'Donoghue (1996) asserted that some of the 
missionaries who taught the teachers were not qualified or trained as teachers themselves.  The system of 
education was characterized by authoritarian teaching styles and students' learning was based on 
“memorization and rote learning” (p. 21).  The Second World War saw the end of many of these German 
and mission initiatives. 
 
The territory government developed a state system of education after the Second World War in 1945.  
These two systems of education operated autonomously.  W. C. Groves, the first Director of Education, 
was given the task of bringing two systems together.  From 1946, the colonial administration directed all 
procedures, conditions of employment and undertook the training of indigenous teachers in order to 
promote the policy of one education system.  In-service programs were designed to upgrade teachers' 
knowledge and skills for both government and mission schools.  It has been suggested that Groves' own 
professional interests acted against the administration's policy (Smith, 1985).  He was against Western 
countries imposing their ideas on Indigenous people which could cause the disparity between urban the 
élite and rural poor in developing countries. 
 
However, there still existed policies that effectively restricted Indigenous people to complete only 
elementary level education (Harrington, 1987).  Indigenous people had no access to education beyond 
primary level.   The United Nations in 1948 demanded that more access to education be provided.  Both 
systems had to establish infant, primary, junior high schools and teacher training colleges.  Smith (1985, 
p. 49) asserted that education made available for the Indigenous people by colonial authorities reflected 
the views of those who provided it rather than the views of those for whom it was provided.  A central 
system was then needed to coordinate and monitor standards of education. This was a start towards 
defining a centralised system of education.  In 1952, an Education Ordinance (Act) was developed.   
 
The Education Advisory Board ensured these recognised schools had “reasonable standards for 
teaching” before releasing the funding.  Here “standards” was perceived to mean having met the above 
“formal criteria”.  In the process, standards were identified by the number eligible to progress from one 
grade to another.  The same board set criteria for mission and state run institutions training teachers as a 
means of controlling teacher certification and registration.  At this level respectively, there an absence of 
formal set standards for curriculum and teacher performance. 
 
The committee under W. Weeden as chair produced the Report of the Advisory Committee on Education in 
Papua New Guinea, (1969).  It was a significant educational milestone in that it provided direction to the 
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Education Advisory Board on ways in which powers, functions and responsibilities stipulated in the 1952 
Act could be exercised.  The Weeden report provided a platform to work towards developing a single 
national education system.  This report recognised that a better system was needed to establish, fund, 
control and provide supervision of schools.  It recognised that standards of teaching and education in 
general were not the same throughout Papua New Guinea.  Further the report identified that teacher 
salary levels and employment conditions varied between mission and government schools.   
 
The 1952 Act was superseded with the development and enactment of the Education Act (1970) and the 
Teaching Service Act (1971).  These Acts were developed as two separate legislations.  Government and 
mission systems were “unified” to form the national system.  Under the National Education System, a 
working and decision-making “partnership” arrangement, was established between the state and the 
missions.  To date, this partnership arrangement as defined in law, establishes a very strong relationship 
between the state and the missions on how to conduct educational activities.  According to these Acts, all 
teachers were to be trained, qualified and registered as members of a teaching service.   A Teaching 
Service Commission was set up to determine and enforce working conditions for teachers.  Education 
Boards were created to have representatives from the community, institutions, students, missions, unions 
and governments encouraging more participation in the decision-making process.  The Acts formally 
established the Education Director's position, clearly defining the powers, function and responsibilities 
for certification of teachers, curriculum, inspections, and examinations. 
 
In 1972, more amendments were made to the Education Act (1970) and the Teaching Service Act (1971) 
to accommodate changes in the education system.  Between 1972 and 1983 further changes were made 
which has resulted in the Education Act (1983) and the Teaching Service Act (1983) were enacted.  Later 
changes resulted in the Education (amendment) Act (1995) and the Teaching Service (amendment) Act 
(1988).  These two Acts defined the laws providing clear guidelines to several bodies to perform their 
responsibilities.  The bodies created by the Acts are: the Papua New Guinea Teachers' Association; the 
National Education Board (NEB); the Provincial Education Boards, the Primary School Board of 
Management; Secondary School Board of Governors; the Curriculum Boards of Studies and the 
Governing Councils.  They were set up as policy, administration and management bodies.  Their 
responsibilities are to develop and implement policies in establishing schools, teaching positions, 
curricula, monitoring standards, administration and management. 
 
The Department of Education (NDOE) supervises the functions and responsibilities of the national 
education system.  It reports regularly to the National Education Board (NEB).  The NEB has 
responsibilities for the language of instruction; staff-student ratios; hours of school instruction; the 
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curriculum; and examinations.  NEB also plays an active role in overseeing the work of the provincial 
education bodies responsible for the administration of teachers' conditions of employment, supervision 
of schools and implementation of curriculum and teacher professional development.  Furthermore, the 
NEB has the responsibility for development of policies to maintain standards in the following key areas: 
1) elementary education; 2) primary education; 3) teacher education for elementary, primary, technical 
and vocational institutions; 4) technical/vocational education; and 5) secondary education (AusAID, 
2000; NDOE, 2000d).  Within the priority areas, special education, gender, culture, language, non-formal 
education and management support systems are addressed. However, redirecting priorities and provision 
of sufficient resources and other management support from the department of education, national and 
provincial governments has not matched the high expectations of standards in the above priorities 
(World Bank, 1989 & 1995).   
 
In view of this failure, new legislation known as the “Organic Law” was developed in 1995 defining the 
powers and decision-making processes that provinces and local governments should adopt in school 
administration including resource allocations, management and curriculum implementation 
(Constitutional Commission, 1996).  This initiative provided more alternatives to deal with the magnitude 
of developmental problems inherited from the period between 1900 and 1991 when new education 
reform policies were developed such as those for elementary education.  A number of these 
developmental concerns are explained below. 
Education System Developmental Concerns 
 
In Papua New Guinea, the overall pace of development has been slow, largely due to economic and 
political difficulties.  Thus, the coherent approaches initiated in the past have not been achieved or 
sustained.  For instance, in 1989, Papua New Guinea was classified by the World Bank as amongst the 
lower middle-income countries with an annual Gross National Product (GNP) per capita of about $US 
1,000 (Education Sector Review, 1991).  Also, the following reports stated that the current formal style of 
education is one of the most expensive systems in the developing world (Papua New 
Guinea/AusAID/ADB, 1995; Guy, Tawaiyole, Khambu & Avei, 1996).  Papua New Guinea’s 
educational status is below average for countries with similar income levels.  In the primary school 
system, approximately 73% enter school and only 35% graduate from primary school to enter secondary 
school.  A number of complex reasons for this situation are discussed in this section.  Perhaps the 
foremost reason is that over 80% of the 5.3 million people live a subsistence life in the rural areas 
(Department of Education, 2002b).   It can be argued that it is for this same reason that schooling is not 
valued as greatly as it could be. 
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Currently, there are unresolved conceptual problems for the numerous stakeholders in defining quality 
and standards of public education (Attwood, 1986).  Hawes (1987) noted that standards are often 
confused and attempts to address these problems have frequently been superficial (Hawes, 1987).  Beeby 
(1966, p. 70) asserted that Papua New Guinea compared to the experience of other emerging countries’ 
education processes seemed to place greatest emphasis on quality issues, mainly influenced by societal 
expectations and perceptions.  Beeby pointed out that Papua New Guinea must follow “certain stages of 
growth”.  Although a system may be helped to speed up its progress, it cannot leapfrog a stage or a major 
portion of a stage, because its position on the scale of development is determined by two factors; the 
level of general education of teachers; and the amount of training they have received (p. 70).  McKinnon 
(1976b) stated that the capacity of education systems for change is “determined by the characteristics and 
training of the current teaching force” (p. 191). 
 
In discussing the educational experience of developing countries in 1977, Smyth cautioned Papua New 
Guinea against opting to select elements of modernization and combining them with the local cultural 
context on the grounds that both processes of socialization and cultural systems change over time and 
therefore development cannot be achieved meaningfully.  While Smyth’s point is well taken, in 2004 
people are now seeing that change is a reality and those in positions of authority are better placed to 
combine elements of traditional education alongside modern educational practice. 
 
In 1981, a Ministerial Committee of Enquiry into standards chaired by Simon Kenehe investigated the 
public’s concern over the alleged problem of “falling standards of academic achievement” in schools.  
Details of the Kenehe report covered a wide range of concerns and issues associated with quality and 
standards of education, particularly, the apparent lack of performance and accountability, and weaknesses 
in school systems.  The study revealed varied perceptions of standards, and large gaps in knowledge and 
skills in the various systems of education.  The World Bank responded to the government’s concern on 
low standards in schools by placing strong emphasis on qualitative improvements to educational planning 
and production of curriculum material.  But despite the government’s efforts, McNamara (1983) asserted 
that “political ambitions appear to be outstripping administrative capacity” (p. 20).  Weaknesses existed in 
administration, planning and incompetent officers.  Sometimes teachers’ good efforts to address central 
directives associated with curriculum content and balance, methods of teaching, assessments and 
evaluation and school procedures have been destroyed by irresponsible and incompetent administrators 
in the provinces (McNamara, 1983).  Anderson (1984) pointed out that reducing levels of confusion and 
incompetency amongst the provincial officers was essential for planning and maintaining any level of 
efficiency.  The high turn-over of public servants contributed to the lack of professional knowledge in the 
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provincial education offices.  Furthermore, general lack of support from the government made it difficult 
for the provincial education offices to sustain any level of efficiency in the school system. 
 
Another Ministerial Committee of enquiry was focussed on the “philosophy of education” and published 
as the Matane Report (1986).  The philosophy of education embodied in this report recognizes that 
education has to provide every child with the opportunity to socialize, participate and be liberated from 
any domination and oppression and that there needs to be equality in the provision of education for all 
school age children.  The Matane committee reported that teachers’ lack of skills and knowledge, 
irrelevant curriculum; poor teaching methods, lack of community support, poor subject standards and 
teacher training all contributed to the low educational standards.  Rogers (1986) asserted that the 
government sets the education philosophy, based on the idealistic views of political leaders and policy 
makers.  However, the implementation of the philosophy is burdened by cultural and linguistic 
complexity while at the same time the education system is undergoing transition and change.  A number 
of these encounters are viewed and explained in this study because in standards-based educational 
systems, standards supposedly drive the system.   
 
The following sections will explore how international education standards perspectives are translated in 
Papua New Guinea.  
3.3 International education standards in Papua New Guinea education  
 
Education standards are reformulated into learning objectives from the broad goals or visions.  Countries 
determine education standards based on their promotion of culture, economic development, science and 
technology, and political interests that are perceived by them as paramount to fulfil their visions 
(Schmoker, 2000).  These educational visions are translated into more tangible objectives, such as those 
contained within curricula for schools.  Education standards are formulated in each discipline area, for 
example, science for primary school.  Education standards must take into account the concerns of 
context and culture, time and place (Thomas, 1994). 
 
These concerns and issues associated with context include culture and cultural practices, historical 
backgrounds, language, diversity of societies and political interests.  These were discussed as elements 
which influence how educational goals and standards are defined (see section 2.6). Cultural factors 
support the physical, cognitive and social psychological elements of pupils’ human development (Ceci, 
1996; Cole, 1996).  For instance, one’s cultural context is an integral part of cognition because the culture 
arranges the occurrences or non-occurrences of events that are known to affect cognitive development, 
such as when literacy is taught in the school curriculum (Avery, 1992; Ceci, 1996). 
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In a centralised curriculum, central authorities normally make decisions, and there is little public debate 
about the body of knowledge that informs curriculum content.  The expectations of performance are 
varied, depending on students’ learning abilities, teaching styles, teachers’ competencies and social 
demands (Gardner, 1999).  Therefore, an education system can represent its national standards with 
multiple pathways.  Whatever these may be, there must be a “manageable number of distinct pathways” 
(p. 227).  The premise of making distinct choices is that education systems can address fundamental 
concerns and issues through appropriate policy and direction.  The chosen national standards and 
curriculum must involve those who are responsible in the implementation (Gardner, 1999).  
 
Teachers have to be involved in the development of national educational benchmarks, or standards from 
the national goals so that they will be in a better position to refine and implement improvement in their 
schools.  Research shows that there are signs of hope when teachers are trusted and converse with their 
colleagues at much higher levels; when they feel they are participating in decision making and are working 
with an authentic, or non-manipulative, principals or policy makers (Marsh, 1999).  Tucker & Codding 
(1998) emphasise the importance of this approach to school improvement as an important component of 
implementing a standards-based approach to education. 
 
For the purpose of comprehensive standards-based education development, principals have to engage 
teachers to take leadership roles to feel the ownership of professionally providing levels of input in 
curriculum development and renewal processes for a well-defined sense of mission in schools.  Any 
curriculum review in schools has to draw from the best available knowledge from research and current 
trends in order to identify what will be expected of students in specific content areas.  Furthermore, those 
developing content standards need to ensure that the standards specify clearly both what students need to 
know and what they should be able to do.  Content standards have to be clear and measurable, focus on 
cognitive learning and be based on traditional academic subjects (Foriska, 1998). 
 
Content standards define the content and are reflected in the scheduling of teaching (Hill & Crevola, 
1999, pp. 125-127).  Content standards provide a map of learning areas to ensure that important content 
is covered as well as its level or depth of coverage.  Performance standards define the level of students’ 
progress specified for each grade level.  The above must be driven by teachers’ understandings to ensure 
that teaching effectiveness relies on 1) time on task, 2) closeness of content covered to assessment 
instruments, 3) a structured approach with specific objectives, frequent assessment, and corrective 
feedback, 4) types of adaptive instruction that can be managed by teachers. 
 
In order for standards-based systems to function, the Papua New Guinea government has determined a 
national vision for the education of its future generations.  However, this vision has not been reached for 
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complex reasons inherent in the national development phase as a new nation.  Beeby (1966) stated that  
“the idea of excellence in any school depends on the goals it sets itself and are dependent on what 
teachers are capable of accomplishing” (p. 14).  Therefore, improving learning involves focusing on 
teachers’ understandings about teaching and learning, specifically elements such as leadership and 
coordination, standards, monitoring and assessments and other associated factors (see 2.6 and 3.3) that 
can influence students’ achievements. 
 
Research on Papua New Guinea education has publicly ridiculed specified standards in the national 
curriculum as lacking relevance.  This research asserts that the national policy on education standards also 
contribute to students’ weaknesses in the achievement levels and basic skills after completing primary and 
secondary schooling.  This study complements reports by Kenehe, (1981), Matane, (1986) and NDOE, 
(2002c). 
 
For example, during the 1980s and 1990s, a plethora of government reports and research on education 
expressed concerns and issues related to quality and standards of education.  An official report captures 
this when it states that the: 
[e]ducation sector has been well researched both before and after independence, and the country 
is awash with research papers, scholarly monographs and reports of national committees, 
commissions, external consultants, missions, workshops and seminars.  There is no dearth of 
suggestions – good, bad or indifferent – and there is a high degree of awareness of the problems 
and constraints, but these suggestions do not appear to get translated into meaningful action.  
There is a wide gap between pronouncements and their implementation (UNDP/ILO, 1993, p. 
132). 
 
This study, however, explores teachers’ and other stakeholders’ perceptions and understanding of 
standards in elementary and primary in Papua New Guinea in order to identify key recommendations that 
can be implemented and bring about change. 
 
The contextual issues discussed in this chapter depict issues inherent in policy guidelines and curriculum 
implementation of the national education system.  The following sections illustrate the complexities 
embedded in the achievement of education standards.  Much of this discussion is consistent with factors 
that influence standards as discussed in section 2.6. 
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Papua New Guinea School system 
The following illustrates the structure of Papua New Guinea education under the current reforms from 
the 1990s. 
Figure 3.1: New Education Structure 
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Elementary  lower primary and upper primary lower/upper secondary  
 
 
 
 
 
 
 
 
 
Key:  PETT represents pre-employment technical training courses.  College includes teacher training 
and other tertiary status institutions.  Flexible Open Learning represents college of distance 
education and distance and continuing education.  Students from open learning, colleges and 
grade 12 have access to the five universities. 
 
The Papua New Guinea education system is “pyramidal”, in that while many students begin at the 
elementary/primary schooling stage, the number of students declines in later years.  The pyramid narrows 
as only academically capable students get selected through national examinations to continue (Thomas, 
1976, p. 204).  Papua New Guinea is still currently operating two three-tier systems.  The first to be 
introduced, with a 6-4-2 structure and still operating in some parts of the country (mostly in the rural 
areas), involves six years of primary, four years of secondary and two years upper secondary (grades 11-
12).   National exams occur at the end of grades 6, 10 and 12 in this system.  More recently, a 3-6-4 
structure has been introduced with exams at grade 8 and 12.  This new policy introduces three years 
elementary, six years of primary, and four years of secondary education.  Children enter elementary 
education at 6 years of age, and move to primary education from 9-14 years.  The new structure, 
illustrated in Figure 3.1, provides access to education to more pupils from different exit points. 
 
The elementary level is a formal preparatory level with initial literacy/numeracy and general education in 
the vernacular language.  This elementary education is provided in the child’s community, from 
Elementary Preparatory (EP) to Elementary Year Two (E2).  A notable part of elementary education is 
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that children receive four hours of school instruction each day.  Elementary education was introduced in 
1995 as an initial part of primary education.  Elementary education is regarded as a key mechanism in the 
reform process, providing more opportunities for pupils to learn in their own vernacular language using a 
curriculum developed to suit their cultural context.  Primary level starts with grade three and continues to 
grade eight.  These years focus on the strengthening of the child’s social, cultural, spiritual, ethical, moral 
and vocational education, but tend to not focus on core academic skill development. 
 
Secondary level is composed of grades 9 to 12.  For these years, some students attend the College of 
Distance Education or Vocational Secondary Schools to complete Grades 9 and 10.  Grades 11 and 12 
prepare the students for employment and various opportunities in higher education.  Higher education is 
composed of university education, and tertiary training institutions, which offer programs such as teacher 
training programs, offered through primary teachers colleges and others such as the apprenticeship 
extension courses to prepare students for employment and future studies. 
 
The school system is confronted with two immediate issues.  The first is that many rural communities 
continue to organise their school education using the previous 6-4-2-tier system.  Second, while the 
recent education reform introduced the 3-6-4-tier system, and this new system (3-6-4) has given more 
access for many children through building new schools, unfortunately it has overlooked prolonged 
problems such as high teacher/pupil ratios, retention and progression rates, quality of education, teacher 
education and resource allocation. 
Retention and Participation 
 
The intention of the education access policy in the reform process was to increase retention and 
participation rates amongst school age children at the elementary and primary schools, in a long term 
endeavour to achieve universal primary education (UPE).  Implicit in this endeavour is that children 
completing basic education would meet the standards of being literate and numerate.  However, Avalos 
(1992) noted that the goal to achieve UPE has been set a number of times since 1955 and has never been 
reached.  The failure for this was the lack of effective decisions to mobilise the country’s resources.  This 
makes UPE unachievable within the 21st century.  The education system has to broaden access to ensure 
retention and participation (p. 8).  There appears to be no comprehensive education statistics essential for 
analysis of participation and retention rates.  However, reports reveal that the percentages vary markedly 
from province to province (Yeoman, 1985, Seta & Sail, 1988).  Gibson & Weeks (1990) stated that the 
obvious factors were lack of central control of student-teacher ratios, appointment of teachers and 
distribution of resources.  Other factors inhibiting UPE were connected with aspects such as gender, 
parental support, finance, lack of teachers, community support, and geographical locations.  Significant 
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too were factors associated with teacher preparation and teacher knowledge and skills, prerequisites for 
attainment of education standards (Gibson & Weeks, 1990).  
 
The government's education reform process is a key component of the Papua New Guinea development 
strategy.  Increasing access to education for girls and children in remote areas is the first objective.  The 
second objective is to increase the educational standards of the population.  However, the prerequisite 
for achieving the above intentions is connected to teachers’ understandings and the factors that influence 
their performance of content and curriculum standards.  These are considered in the following 
discussion. 
 
3.4 Curriculum standards 
 
In Papua New Guinea there is central control over the school curriculum.  Content standards (syllabuses) 
for elementary and primary sectors are approved under the powers of the Minister for Education as 
defined under the Education Act (1995).  These prescribed content standards (syllabuses) are accepted as 
the “national standards” within the NEB approved criteria for the school system (Avalos, 1992; Kenehe, 
1981; Matane, 1986; and McNamara, 1989).  Official documents list content and curriculum standards for 
every subject taught at elementary, primary and secondary schools. 
 
The challenges for attaining curriculum standards in Papua New Education continue. Matane (1986) 
asserted that the curriculum is fragmented, lacks value orientation, and children are not trained in 
problem solving and decision making skills.  Further, curriculum fragmentation inhibits stakeholders of 
education (school, church, community and state) from working together to achieve national goals.  Some 
of the factors that influence content and curriculum standards approved by the NEB are discussed in this 
section.  These include inappropriate content standards, teachers’ knowledge of curriculum; teachers’ 
language abilities, teaching methods, monitoring and assessment of pupils’ learning and initiatives for the 
next five years.   
 
Curriculum content developed for Papua New Guinea schools was inappropriate at the time of its 
introduction because teachers were not able to teach content standards that were beyond their pre-service 
teacher education subject content. For instance, innovative curriculum standards in Mathematics 
introduced child-centred and individual discovery methods into the school curriculum (Lancy, 1983).  
These methods failed because teachers lacked sufficient knowledge in Mathematics content to develop an 
appropriate understanding of how to structure learning activities to improve pupils’ Mathematical skills.  
Another failed innovation was of Independent Learning, facilitated by teachers in secondary Social 
Science and Science.  Neither teachers nor students could cope with the new concepts (Cleverley, 1975).  
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A third failed innovation included primary Science, where teachers rejected traditional conceptions in 
favour of modern science (Crossley, 1984; Lornie, 1981; Plummer, 1981). 
 
In addition, the language of instruction impacts on curriculum implementation.  Kenehe (1981) 
emphasised that teachers in primary schools do not speak English well enough to be able to teach it 
effectively. Teachers’ proficiency in the language of instruction impedes effective learning.  Some 
classroom teachers avoided addressing the issue of English and were teaching it badly because they were 
experiencing weaknesses in fundamental skills of comprehension and reading (Kenehe, 1981; Plummer, 
1981).  Many teachers taught Mathematical concepts and skills which they personally did not understand 
(Downing, 1982; Vulliamy, 1983; McLaughlin, 1991).  A study of English language usage by teachers 
identified that about 30% of in-service and pre-service teachers using a cloze test were experiencing 
frustration and only one third could read independently (Herman, 1988). Given this situation, many 
teachers do not correctly interpret official curriculum documents.  Teachers’ competence and confidence 
to structure teaching and learning contribute in part to low level teaching and minimal learning 
experienced in schools (Kenehe, 1981; O’ Sullivan, 1994; McLaughlin, 1997). 
 
Another factor influencing teachers’ beliefs and understanding of how to implement curriculum 
standards is related to their limited professional input in curriculum decisions (Kenehe, 1981; Weeks, 
1985b).  Teachers have limited professional input in making curriculum decisions (Avalos, 1987; Burke, 
Elliot, Lucas, & Stewart, 1997; Crossley, 1985; Guthrie, 1986; Ross, 1988 & 1989).  Curriculum 
developers make decisions on the content and curriculum standards of literacy, numeracy, elementary 
social studies, science and practical applications of these to hygiene and nutrition for primary schools 
(Guthrie, 1985).  Yet the success of curriculum standards specific to reading, writing and arithmetic 
(3R’s), and monitoring and assessment of pupils’ achievement is dependent upon classroom teachers’ 
beliefs and understanding (Atwood, 1986; Pickford, 1999; Zeegers, 2000).   
 
Some research studies reveal that implementation of curriculum decisions depends on school and teacher 
variables which influence student achievement (Smith, 1985; Attwood, 1986; Pickford, 1998 & 1999).  
But social and cultural factors combined with prescribed teaching approaches also influence teaching and 
pupils’ learning (McLaughlin, 1997; Pickford, 1998 & 1999).  Some of these concerns include: poor 
nutrition, community problems, crime, poor teaching techniques, and poor school and home learning 
environments (Attwood, 1986; McNamara, 1989).  Although social and economic factors may have 
considerable explanatory power when considering the overall level of academic achievement, it is 
arguable that in Papua New Guinea, investment in education has not matched other forms of social 
investment (Attwood, 1986; Pickford, 1999).  To achieve desired learning outcomes, sufficient resources 
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and competent teachers are needed to implement and measure standards (Crossley & Vulliamy, 1986 & 
1996; Hawes, 1987).  
 
Moreover, there is a lack of community support and failures in the overall policy and management 
support from the government.  Some of these weaknesses would have been corrected with good 
planning and management particularly attending to the improvement of the current unequal distribution 
of the social benefits of education between rural and urban children (Guy, 1999).  Teachers alone, cannot 
deliver these standards because much of the content needs to be supported by teachers’ and students’ 
materials. Teachers teach to prescribed curricula to fulfil national standards such as requirements of 
literacy and numeracy as measured by passing examinations (Gibson & Weeks, 1990). 
 
Little is known at this stage about teachers’ beliefs and understanding and their intuitive decisions based 
on their self-owned innovative teaching methods and use of local knowledge in teaching (Gibson & 
Weeks, 1990).  What is known is that classroom teaching becomes too “mechanistic and routine” where 
both teachers and students follow instructions directly from a detailed textbook.  Teachers became 
engaged in rote teaching with students engaging in rote learning (McLaughlin, 1997).  In some situations, 
teachers are rigid and inflexible and not creative in varying teaching methods to meet different pupil 
characteristics (McNamara, 1989).  Therefore, students’ curriculum materials have been developed in a 
way that students’ assessable tasks are prescribed for each of the respective subjects.  For instance, 
primary school Mathematics curriculum was designed to guide children to develop a better understanding 
of Mathematics, possibly beyond that of their teacher.  It was noted that teachers’ lack of understanding 
and limited language skills inhibited pupils’ understanding (Roberts, 1986).  Similarly, classroom 
observations revealed that teachers lacked skills in motivating students and they tended to use a strict, 
authoritarian approach to teaching which resulted in students’ dependency on the teacher (Matane, 1986). 
 
Teaching methods influence learning in the classroom.  The use of rote teaching and learning encouraged 
predominately formalistic, teacher-driven, textbook-dependent learning in the classrooms (McLaughlin, 
1989).  Regardless of the institution in which teachers are trained, they exhibit a similar teaching style and 
focus on teaching performance rather than student learning.  Teachers continue to use stereotyped forms 
of lessons with emphasis on words rather than on meaning (Avalos, 1989; Avalos, 1991; Avalos, 1992).  
McNamara (1989) pointed out that “teaching behaviour is based more on formalised lessons than on the 
application of learning processes to the needs of particular children” (p. 5).  Age-old habits of relying on 
currently available but inappropriate textbooks and materials hindered students’ learning outcomes (Avei-
Hosea, 1993, p. 9). 
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Language of instruction 
 
Standards planned for the language of instruction cannot be maintained because of the teachers' and 
students' communication and learning difficulties.  O'Sullivan (1994) pointed out that language is a 
significant factor, which carries a heavy burden not only in attaining educational goals, but also in 
establishing individual and national identity, and in the provision of power.  Improvement of English 
language used in classrooms will remain a daunting task unless current teaching practices are improved 
(O'Sullivan, 1994).  Teachers, therefore, need academic knowledge of curriculum, proficiency in teaching 
and language of instruction (local vernacular and English) which are essential in communicating these 
standards to students (Pickford, 1999; McLaughlin, 1997).  Such expectations have not been fulfilled in 
the preparation of elementary and primary teachers.  Therefore, teachers face difficulties and struggle to 
teach pupils (Guy, Haihuie & Pena, 1997; Zeegers, 2000).  There is a general perception that teachers’ 
skills are very much associated with the skills and achievement levels of primary pupils (Beeby, 1966; 
Kenehe, 1981; McLaughlin 1988, Avalos, 1990).  Beeby (1966) conceptualised the above perception 
about the teachers’ skills as the Dame and Formalism stages of development, meaning teachers had 
limited educational background and training thus restricting them to form deeper meanings of the texts 
books and syllabi ascribed to schools.  Every effort must be made to improve the quality of spoken 
English especially amongst teachers because there was clear evidence of deficiencies in teachers’ English 
proficiency in primary classroom (Avalos, 1991; McLaughlin, 1988; O’Sullivan, 1994). 
 
Classroom teachers have operated by adapting a systemic approach in which behavioural objectives 
strongly controlled teacher behaviours (Guthrie, 1986; McLaughlin and O’Donoghue, 1996; Pickford, 
1999).  Approved duty statements controlled teachers’ behaviours, specified the content of teaching and 
learning program and suggested appropriate strategies and ways of assessments (Wilson & Wilson, 1984; 
Roberts, 1984, Tololo, 1995).  Pupils’ mastery of knowledge and skills specified in the teachers’ 
behavioural objectives was, however, frequently confounded by the lack of teachers’ knowledge and skills 
and their own level of education received primarily from pre-service teacher education programs (Wilson 
& Wilson, 1984; Roberts, 1984). 
 
Teachers’ knowledge contributes to the basic literacy and learning skills in schools because they have 
particular significance for the quality of education (McLaughlin, 1997).  Quality education has its basis in 
“ample communication - especially in early childhood where quality communication helps in the 
development of basic literacy and learning skills learnt in the mother tongue” (McLaughlin, 1997, p. 94).  
Accordingly, bilingual pupils perform better in English in their overall academic achievement, including 
ability in a world language, in the context of bilingual education (Literal, 1986).  Bilingual education 
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programmes require the teaching and use of vernacular and English from the beginning of school 
(Literal, 1986).  McLaughlin (1997) asserted that a bilingual education programme has support from 
cognitive psychology.  He argues that concrete operational thinkers, who are engaged in an abstract 
system like learning a new language, “can be meaningfully taught through exposure to that language’s 
conceptual structures using concrete experiences” (p. 94).  Similarly, Wivell (1980) concluded that young 
Papua New Guinean children are compelled to learn a new language and use it as a tool to represent 
thought, and therefore, it is paramount that the way English is taught matches their cognitive 
development. 
 
The effects of teaching and using English language greatly influence curriculum processes.  Some 
research reported below reveal the confounding problems.  For instance, a study of primary school 
classrooms found communication between teachers and pupils was restricted.  As a result of poor 
English language proficiency, teachers do most of the talking and students respond in a form of chorus 
answers (Pearse, 1990).  Moore (1981) researched the use of teachers’ praise in classrooms and found that 
low levels of teacher praise had negative effects on pupils’ classroom behaviour and achievement.  The 
emphasis on using English language in their initial stages of schooling engages students in rote learning 
so that many basically only survive the education process (Dutton, 1977).  Given the lack of proficiency 
in understanding and comprehending English, students are unable to ask questions (Mohok, 1989).  At 
the time these studies were undertaken, many Papua New Guinean students’ reading speed, 
understanding and retention were proportionally lower compared to Western students (Dutton, 1977; 
Price, 1976 & 1978).  Turner’s (1996) research revealed that students did not have the ability to construct 
meaning in the English language, because they have to learn how to speak, read and write as well as other 
subject-specific concepts and skills via English.  Therefore, there are needs for excellent teachers, 
curricula and schools if students are to succeed (O’Sullivan, 1994; NDOE, 2000b & c). 
 
Kappey (1983) stated that pupils’ language abilities were important in Science to describe what they were 
doing in their Science activities and explain how these knowledge and skills relate to outside the school 
situations.  This and other studies found pupils who are good at Science are also good at language and 
express themselves effectively (Boeha, 1990; Kappey, 1983; Wilson, 1989; Yeboah-Amankwah, 1994).  
Turner (1996) stated that students have to attain skills in the English language in which the greater part of 
their education will be conducted and which therefore largely determines their life chances. 
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Monitoring, assessment and examinations 
 
Within schools, teaching staff do not have a monitoring system to provide specific feedback on teaching 
and learning activities nor a system for the fair allocation of resources to better support performance on 
curriculum standards (NDOE, 1999c; 2000b; 2002b).  In the case of academic assessment, numerous 
efforts to develop a national assessment system for schools have failed (Ross, 1991).  Assessments of 
pupils vary markedly because of the limited skills and language ability of their teachers.  Many teachers 
are not able to develop questions that encourage imaginative skills, but test general knowledge and 
essential basic skills as specified in the curriculum text (Maddock, 1980; McNamara, 1989).  In high 
schools, many Science teachers have very limited knowledge of assessment theory and techniques 
(Maddock, 1980; Wilson, 1989; Yeboah-Amankwah, 1994).  Assessments carried out by teachers to 
determine pupils’ progression to the next grade level could be totally invalid (Vulliamy, 1983; NDOE, 
1999e; 1999h).  It was recommended that improved instruments were needed to measure standards for 
assessment and examination purposes (Ross & Melville, 1986; MSU, 2000).  Well formulated assessment 
guides on techniques for assessing attitudes and attainment of standards have yet to be developed at the 
national level (NDOE, 1999j).  While schools flounder on determining appropriate monitoring and 
assessment mechanisms, external policy requirements for the national examinations divert teachers’ focus 
from addressing pupils’ learning problems (MSU, 1998).  
 
National examinations continue to be a key determinant of educational practice in Papua New Guinea.  
Examinations taken at grades 8, 10, and 12 determine the progression of students to the next level of 
education (see Figure 3.1).  Pupils’ high achievements in the national examinations are associated in part 
with promotional opportunities for teachers and head teachers (Weeks, 1985a).  The image of good head 
teachers and schools is associated with good examinations results.  Weeks (1985a) argued that there is 
more to education than examinations, and suggested that it is unfortunate if teachers lose sight of their 
other roles and devote more of their allocated time teaching for the examinations (Weeks, 1985a).  
Currently, an established monitoring system exists as an inspection system to monitor performances of 
schools and teachers for accountability purposes, but little has been done to review the bias towards 
examinations (Weeks, 1985a).  The inspection monitoring system focuses on teachers' performance of 
non-pedagogic roles and as a result, little is known about how well pupils are achieving in the subject 
learning areas of the school curriculum (Guthrie, 1985). 
 
Ross (1991) suggested that examination remains the main factor influencing selection to tertiary 
institutions because “opportunities to enter modern sector employment are scarce and the rewards for 
doing so are of great importance to teachers and students” (p. 1).  Teachers’ classroom behaviours are 
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strongly influenced by the national examinations taken by their pupils.  Research work on quality issues 
by Weeks (1985a) revealed parents had strong convictions that a good headmaster plays an important 
role in their children’s future, by ensuring that all children pass grade 6 national examinations.  To the 
parents “children passing the examination are a measure of school quality” (p. l97).  Teachers’ and head 
teachers’ performance ratings, appointment and promotion are associated with students’ examination 
performance (Weeks, 1985a).  However, there are two down-sides to examinations.  First, the 
introduction of continuous assessment in schools to count towards a certain percentage of total marks 
revealed that teachers had inadequate conceptualisations of assessments and provided texts of doubtful 
validity.  Second, examinations do not measure the socialization processes of learning such as 
appreciation of equity and level of participation of children in learning activities.  The generic 
examination requirements fail to acknowledge rural and urban school children’s socialization processes 
which are equally important to the children’s learning contexts and education (Thomas, 1976; Bray, 1985; 
Gibson & Weeks, 1990; and Townsend, 1985).  Thomas (1976), Bray (1985), Gibson & Weeks (1990), 
and Townsend (1985) all discussed factors contributing to children’s low standards in examination 
achievement levels.  These factors include: 
• language difficulty; 
• the lack of and turnover of teachers; 
• teacher absenteeism; 
• the lack of material and equipment; and 
• children not interested in learning. 
 
Arguably, numerous factors inhibit the provision of education and achievement of learning outcomes and 
outputs of schools.  The system continues to mass produce great numbers of pupils whose education 
terminates early from grades 8 and 10, many of whom have not attained the level of proficiency in the 
subjects’ learning areas.  This will be discussed in the next section. 
 
Outcome and Output 
 
Monitoring, assessment and evaluation are all aspects of instructional practices that are essential for 
decision making on teaching strategies, resources and pupils’ performance of standards.  It has been 
noted (NDOE, 2002b) that children’s grade progression occurs without adequate information of 
individual achievement because there are no established reporting mechanisms.  The examination system 
is negatively perceived as a contributing factor which creates a gloomy picture of this pyramidal system of 
education (NDOE, 1999d).  For instance, of the children who start grade one in the old school structure 
(6-4-2 tier system), 40% drop out before grade six and only 60% are retained.  Approximately 30% of 
these graduates progress to grade 7 because of limited numbers of high schools and teachers.  In 1982, 
70,000 children enrolled in grade one.  Seven years later, only 20,000 progressed to grade seven.  By 1993, 
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only 1000 children of the 1982 cohort completed grade twelve.  In 1993 an intake of 172,000 students 
enrolled in primary schools.  By 1999, only 23,000 of this cohort completed grade ten or twelve 
respectively.  The 1999 number does not include students who dropped out from the primary and 
secondary school system (NDOE, 1999d). 
 
While access has been a priority of the educational reform, the quality and standard of basic education 
and high school education has not shown any marked improvement in students’ skills.  The rate of 
literacy amongst school children completing grade 6 to grade 10 is low.  The progression of school 
children from primary to high school is similar (NDOE, 1999j).  The percentage of girls going beyond 
primary schooling is lower than the percentage of boys.  Culturally, women and girls do not have equal 
status with men in the community.  In the school system, the overall educational attainment for girls is 
lower than for boys.  The illiteracy rate amongst women is higher (60%) than men (50%).  The system 
produces high drop out rates and is blamed for the social problem of unemployment (NDOE, 1999j).  
 
Furthermore, the monitoring system of inspection instituted pre-independence is inappropriate to 
provide critical analysis of the defects of input, processes, and outcomes of education.  Data from the 
inspectors’ monitoring work are rarely in quantifiable form and this makes it impossible to conduct data 
analyses.  This is discussed in the next section. 
 
Inspection system 
The inspection system is established to maintain standards in the national education system.  The main 
purpose is to monitor national education standards developed in school curriculum, teacher training, 
school administration and management to fulfil the government’s expectations of education and for 
accountability purposes.  Beeby (1966) pointed out that some inspectors were poorly educated and 
trained or at a “formalism stage” stage of development, limiting their understanding and meaning 
constructions.  Given these limitations, they could offer little help to their fellow teachers.  However, 
inspectors are perceived as the system-defined experts on classroom management, subject and school 
administration, teaching methods, and lesson planning, programming, in-service, curriculum development 
and assessments.  They play a crucial role in the establishment of new schools, teaching positions and 
new facilities.  Inspectors provided monitoring and evaluation information on education processes such 
as academic standards and achievement levels (Guthrie, 1983; Hawes, 1987; Westren, 1987).  Tololo 
(1995) reviewed the system of inspections and reported that there were serious deficiencies and 
drawbacks in its functions, including inspectors’ limited educational backgrounds and subject matter 
knowledge, poor English language skills and inability to provide professional guidance for teachers 
(Weeks, 1985a; Guthrie, 1985). 
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Teacher performance 
 
Teachers have duty statements for each teaching position.  However, little is known about how they 
enact these duties.  These duty statements show evidence of generalisability in the way they list the 
behaviours or attitudes that teachers have to demonstrate in the classrooms (see appendix 6).  These 
duties are used to assess the abilities of new teachers for certification and registration, teacher inspection, 
teacher promotion and teacher personal reports for tenure appointments.  But there is no logical 
connection between duty statements prescribed by the NDOE and teachers’ instructional roles, 
particularly, daily classroom assessment of academic standards and student learning.  Weeks (1985b) 
stated that there is a mismatch between standardised policy of inspection and teachers’ performance of 
teaching duties and pupils’ learning experiences and goals.  For instance, policy makers assume 
elementary and primary teachers graduating from teacher education programmes are competent to meet 
the following expectations of teaching standards as defined by the Matane (1986) and McNamara reports 
(1989) which are accepted as teacher standards for the school system.  These are: the integral human 
development; provision of learning environment; and learning opportunities (McNamara, 1989).  
Teachers are expected to display performance standards in these areas. 
 
McNamara (1989) reported that a good teacher has to have characteristics of honesty and decent habits 
that can help shape the behaviour of pupils.  Teachers are expected to exhibit self-confidence and 
personal identity and commitment to help pupils develop as whole people, and by building their skills and 
character in relationship with others.  McNamara stated that teachers' characters and style through good 
teaching should help build children’s self-confidence.  He asserted that children should be taught to 
recognise their capabilities in critical and analytical thinking, resourceful, flexible, self-confident and 
behaviour and the desire and willingness to become involved in learning process and community 
development activities (McNamara, 1989).  
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Participation in the home community 
 
The Matane Report (1986) pointed out that the school curriculum has to emphasise home and local 
community as being the child's first agency of socialisation.  Children are first to learn about their culture 
and traditions and to learn about respect, cooperation and justice.  Teachers are to integrate traditional 
values and skills in modern Papua New Guinea and therefore should use the local knowledge from the 
community.  The following elements in Matane’s report relate to teachers.  These are: 
1) be committed to a policy of community involvement, both in the school and in out-of-school 
situations; 
2) have knowledge of and respect for traditional aspects of Papua New Guinea cultures; 
3) have knowledge and skills to stimulate active involvement of children in the community and of the 
community in the school, and  
4) have knowledge about the global community and be able to relate this to the concerns it shares 
with Papua New Guinea. 
 
McNamara (1989) stated many primary teachers lack the above desirable teachers' traits (characteristics).  
This is partly related to their pre-service teacher education programme.  Cleverly (1975) argued that good 
teachers who use standards are more able to engage pupils in cooperative and collaborative settings to 
make learning suited to the context.  Changing the predominant style of teaching from being teacher-
directed to teacher-as-a-facilitator, allows for more interactions between teachers and students and 
integrated teaching and learning.   
 
Teaching and learning environment 
 
The overall aims of the school system should be to equip individuals with knowledge and skills, with 
attitudes for effective communications, resource development, social development and spiritual 
development.  To achieve these aims, a teacher should be: 
1) competent in the knowledge areas associated with the above aims; 
2) aware of the characteristics, needs and abilities of children at different stages of development and 
have the skills to be able to attend to these in the classroom and wider situations; 
3) aware of and familiar with the body of modern educational theory and able to select from it 
alternative teaching strategies suitable for his or her children's needs; and 
4) skilled in the application of such basic techniques of teaching as the use of advanced questioning, 
motivating children, relating new learning to previous knowledge, teaching in relation to context, 
and varying learning through materials, methods and settings (Matane 1986, pp. 22-27). 
 
A teacher with these qualities will assist children to achieve the aims of oracy and literacy, numeracy and 
graphicacy, social development, resource development, and spiritual development.  Teachers will have to 
translate the aims from content standards to make teaching and learning appropriate to the pupils’ 
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context.  Furthermore, teachers have to encourage community participation in school activities 
(McNamara, 1989). 
 
Much of the teacher’s work is influenced by the national policies and practices, as identified in sections 
3.2 and 3.3.  Some of these include teachers’ knowledge of school curriculum, teaching methods, poor 
language skills, monitoring, assessment and examinations, inspection, and teacher standards have 
implications for the education processes in schools.  Important too are the implication for principal’s 
leadership and coordination in relation to the emphasis, articulation, and reinforcement of good teaching 
and learning behaviours, allocation of resources, and teacher professional development.  This will be 
discussed below. 
 
3.5 Leadership and Coordination 
 
Papua New Guinea principals and their assistants’ duty statements demand that they regularly observe 
teachers, confer about instructional practices and student learning, and encourage teachers to teach for 
each pupil’s learning needs, and increase learning in every classrooms (Handbook for Headteachers, 
Department of Education, 1990).  To date, no research has been done on the work of primary school 
principals to critically analyse their practices and the current primary principals in-service training 
programme.  Maha’s (1992) research on secondary school principals stated that the climate and success of 
schools depends on their performance of a variety of tasks, and the quality of their leadership behaviour.  
Tapo (1992) studied principals’ instructional leadership roles and found them to be connected with 
teachers’ confidence in their own professional abilities.  He asserted that “without head teachers’ 
guidance, coaching and involvement there is no telling whether teachers are passionate and committed 
about their work or not” (p. 34).  Passionate and committed principals have high expectations and trust, 
have effective communication skills and seek outside assistance.  These make a great difference between a 
successful school and one that abides with the status quo (Tapo, 1992).  It has been argued that principals 
have to be properly trained before assuming this position (Maha, 1992; Pagelio, 2002; Quarshie, 1992).  
 
It was pointed out that formal training for school principals in Papua New Guinea is important because 
they need basic management knowledge and skills (Quarshie, 1992).  Such knowledge and skills are 
needed in many crucial areas which are currently poorly performed by principals such as planning, 
decision making, communication, motivation, leadership, administration, school finance, evaluation of 
school teaching and learning activities, and maintaining close consultation and collaboration with the 
school boards of management and Provincial Education Boards (Quarshie, 1992).  Kulwaum (1995) 
depicted that a careful consultative process has to take place to ensure that the new policy requirements 
in education work in practice.  However, he pointed out that there must also be a consultative process to 
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ensure that conditions set by the national government and external aid agencies are understood before 
making decisions.  Pagelio (2002) stated that the leadership practices and culture in the NDOE for 
decision making processes can be improved and enhanced through collaboration and leaders’ active 
participation.  Furthermore, leaders must provide continual coaching and professional development for 
subordinates in the work place.  He concluded that current leaders in the Department of Education 
lacked the “know how” to go about moving to the thinking stage (Pagelio, 2002, p. 205). 
 
Empirical research on leadership, coordination and other elements associated with policies and practices 
of processes in Papua New Guinea schools indicate that schools’ and teachers’ priorities are not focused 
on academic learning and achievement.  This is in contrast to the international literature and the Papua 
New Guinea guiding principles that reinforce teachers’ accountability for students’ assessment 
achievements.  For this to occur, teachers’ knowledge of content standards, monitoring, assessment and 
evaluation of pupils’ mastery of content standards and skills are critical.  Furthermore, schools and 
teachers must be committed to strengthening the integration of the processes of teaching, learning and 
assessment.  For instance, O’Sullivan (1994) pointed out that the Papua New Guinea Education system 
will need a confluence of excellent teachers, curricula and resources if students’ educational achievement 
levels and performance are to be improved.  This is also crucial for students to aspire to successful career 
pathways.  Furthermore, it demands successful teacher education programmes that focus on the teaching 
of thinking skills which are essential to help student teachers to learn how to execute a variety of 
operations in a rapid, efficient, accurate, and reliable fashion (Burke, 1995b, McNamara, 1989).  The next 
section discusses teacher education as a factor that has great implications for education standards in 
schools. 
 
3.6 Teacher education  
 
Teacher education in Papua New Guinea began in the 1900s.  There are currently eight teacher education 
institutions offering pre-service and in-service teacher education programmes.  Over the years, teachers’ 
colleges have graduated primary teachers with a two-year Diploma in Primary Teaching qualification.  A 
three-year Diploma in Primary Teaching qualification initiated in 1991 returned to a two-year programme 
in 2001, forced by a critical shortage of trained teachers needed for schools (NDOE, 2002b).  The 
National Teacher Education Board of Studies (NTEBS) is responsible for setting curriculum standards, 
staff and students’ performance standards and certification in teacher education.  The national 
department of education, through its teacher education division, curriculum and inspections, monitors 
national standards for teacher education.  It maintains systematic and regular procedures for collecting 
data on the performance of colleges for accountability purposes. 
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Research reports have argued that currently there is overwhelming support for continual improvement to 
the quality and increase in the standards of teacher education (McNamara, 1989; McLaughlin & 
O’Donoghue, 1996, PASTEP, 2000).  A professional body, known as the National Council for Teacher 
Education (NCTE) in 1998, was to set directions for, and monitor standards in, teacher education 
(McNamara, 1989).  However, to date the teacher education functions remains with the NDOE. 
 
Selection of students with low achievement levels to teachers’ colleges contributes to low standards of 
education (Kenehe, 1981).  Kenehe further stated that there should be a reduction in the number of 
academic subjects, improvement of students' performance and raising the standard of English.  Similarly, 
other reports recommended that student teachers' basic skills would need to be increased (Boorer, 1987; 
Matane, 1986; McLaughlin, 1991 & 1996; McLaughlin & McLaughlin, 1995; Wilson & Wilson, 1984; 
Yeoman, 1986 & 1988).  Research undertaken on the appropriateness and quality of teacher education 
curriculum indicated that key subject learning areas varied respectively from primary teacher colleges 
(Yeoman 1988, Avalos, 1991; AusAID, 2000b).   
 
Additionally, teacher education programmes in teachers' colleges have not been producing graduates with 
the professional and social skills needed to diagnose and structure learning needs that are more 
appropriate to the pupils' context (AIDAB, 1989; McNamara, 1989).  According to McNamara (1989), 
teaching has to be effective to retain most pupils who begin at preparatory class through to grade 8, 
otherwise “UPE is nothing but a token” (p. 15).  O'Sullivan (1994) asserted that Papua New Guinea 
students' ability to construct meaning about the teaching and learning activities will need excellent 
teachers, curriculum and resources which has an obvious implication for “teacher standards” in the 
preparation of teachers.  Graduates must be proficient in academic content and skills and able to 
understand, synthesise and apply principles of learning to any one of a diverse range of teaching 
situations (McNamara, 1989).  Similarly, teachers colleges have to produce teachers capable of preparing 
self-reliant people, and produce graduates who have competence, and quality as professionals (Burke, 
1995a & 1996; Burke et al., 1997). 
 
Relevant research reports argue that quality education depends largely on: 1) the need to raise the quality 
of pre-service and in-service teacher training; and 2) the need to reform the curriculum (George, 1994; 
McLaughlin & O'Donoghue, 1996; McNamara, 1989; Roberts, 1984; Turner, 1996; Zeegers, 2000).  The 
importance of quality lecturers who have specialisations in subject matter and grounding in the 
fundamental concepts and methods of investigations, who can promote high order thinking and creativity 
are also emphasised (Burke, 1995; McLaughlin & O'Donoghue, 1996; Roberts, 1984; O'Donoghue & 
Austin, 1994).  These are dependent on the improvement of the quality of teacher educators.  It is vital 
 65
that teacher trainers' levels of professionalism are improved so that they can influence student teachers’ 
cognitive abilities “[which] are hindered by some lecturers’ inability and unwillingness to promote 
interaction” (McLaughlin & O'Donoghue, 1996, p. 92). 
 
A study of the teachers college practicum revealed that student teachers' skills in practice teaching 
continue to be influenced by a formal/behaviourist model that does not seem to fit the community’s 
context and individual differences.  There was a large variation in practice teaching for teachers to 
experience real school constraints (Zeegers, 2000).  If practice teaching is to be improved, student 
teachers require school supervision by experienced teachers who have wide range of teaching skills and 
knowledge (George, 1994; Turner, 1996; Zeegers, 2000).  Student teachers should also be allowed, during 
teaching practice, to develop their own curriculum and teaching methods suited to local contexts and to 
develop appropriate evaluation and assessment techniques (ETESP, 1999; Zeegers, 2000).  Guy et al. 
(1996) suggested that student teachers on practice teaching should experience developing and presenting 
school-based professional development activities, which may give them confidence in structuring 
teaching and learning activities.  
 
Teachers have to know and understand that their beliefs, understanding, and commitment to the 
accomplishment of better pupil learning outcomes are dependent on those elements earlier discussed, 
driven by the best knowledge on national education standard policies. 
 
3.7 The importance of perceptions and understanding of standards 
This overview of the Papua New Guinea context has shown that history, policy emphasis, practice and 
empirical research on standards of the National System of Education is rather short, dating only since the 
early 1970s.  Some answers to the questions on perceptions and understandings of education standards 
considered here are also interwoven with factors raised at the beginning of this chapter (section 3.2). 
 
The historical overview suggests that common perceptions and understanding of education standards 
have significance for better monitoring at the national and school level.  It could be argued that the 
Papua New Guinea experiences pinpoint the importance of a knowledge base for policy decisions.  Why, 
then, be concerned about and embark on better understanding of education standards?  
 
As a developing country, Papua New Guinea’s immediate problem is the cost of education and how the 
increasing costs are aligned with outcomes in terms of pupil achievement.  Turner (1996) asserted that, 
despite the increasing costs of education, student achievement of learning outcomes in terms of academic 
content have not been enhanced proportionately as evident from the National Primary Examination 
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results of 1990 to 1995 by pupils in the subject learning areas.  This view is consistent with the Standards 
Monitoring Project Report 12 (Measurement Unit, 1998).  Schools and teachers have to respond to demands 
for accountability because they have an obligation to demonstrate that they are doing their jobs and that 
pupils are learning (Tololo, 1997).  As a result of public concern, policy makers have translated the 
demand for accountability into national standards which have been defined for teachers to strive for.  
This means that teachers need to know what to emphasise in the already overcrowded curriculum 
(Matane, 1986; McLaughlin & McLaughlin, 1995; Tololo, 1995; Tololo; 1997).  Content and curriculum 
standards are recommended to the teacher to ensure that pupils are exposed to specific units and topics, 
but not expressed as learning outcomes for pupils actually to master (Hawes, 1987). 
 
Papua New Guinea education reform initiated in 1994 attempted to illuminate the central importance of 
learning and academic success of students from diverse cultural and linguistic backgrounds by increasing 
access to basic schooling.  This reform provided basic schooling to develop lifelong standards across 
disciplines and set exit standards for students’ competencies as they complete elementary year 2, and 
primary grades 5 and 8 (NDOE Sector Review, 1991a & b; National Education Plan, 1995-2004, 1999i).  
These standards are important to provide students with opportunities to practice skills, to observe and 
interact with local communities and for students who are unlikely to go on to secondary education.  
Reform initiatives provided strategic approaches to manage the changes demanded by local and national 
policy makers.  Such initiatives were essential for local stakeholders’ understanding of current 
assumptions that education reform would improve the appropriateness of curriculum, provide better 
teachers, communication, leadership and coordination, and resources (NDOE, 2000b).   
 
The government’s Mid Term (Education) Development Strategy Plan (NDOE, 1999a) on the quality of 
basic education emphasised the need for improved priority areas (section 3.2).  However, numerous 
reports had identified that there was little progress achieved in the key areas between 1990 and 1994 
(PNG/AusAID/ADB, 1995).  For instance, Avalos and Neuendorf (1991) pointed out that priorities and 
policies for the community need to emphasise the educational relevance to pupils’ learning and 
subsequent living in rural communities rather than to economic ends.  In recent years, changing 
governments have adopted quite different approaches to education development and this often has 
resulted in conflicting perspectives on policy and strategy (Burke, 1996).  For instance, curriculum 
strategies which attempted to encourage more “doing” (skills and practice) on the part of students and 
teachers were discarded in favour of more theoretical and abstract knowledge.  Despite this shift of 
emphasis, there is still a mismatch between the interpretations of national standards set in the education 
department and those in schools (Tololo, 1997). 
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The Papua New Guinea Curriculum Reform Implementation Program (CRIP) (1999 & 2000) has 
introduced the “outcomes based curriculum” concept which defines the knowledge, skills, attitudes, and 
values desired for student learning.  CRIP is attempting to translate content standards to curriculum 
standards that would be more specific to pupils’ mastery.  They have also addressed quality control issues 
across the curriculum, including personal development, social and cultural aspects, gender issues, values 
education, citizenship and cultural sensitivities.  This is an attempt to address the earlier problem of 
curriculum fragmentation (NDOE, 1999f).  The implications of adopting outcome based curriculum 
standards are many.  Teachers, for example, will need to make the outcomes of students’ learning more 
explicit, student centred, encouraging students to share and problem solve.  They also will need to 
conduct continual assessments and monitoring.  This was followed by the National Curriculum Statement 
(NDOE, 2002a), defining content and curriculum standards for all subjects (appendix, 6).  This policy 
document has clearly placed high expectations on schools to improve students’ proficiencies in the 
learning areas prescribed in the content standards (NDOE, 2002a). 
 
The Ministerial Policy Statement re Language in Schools 3/99 policy emphasised vernacular languages to be 
used as medium of instruction.  Prior to the Elementary Teacher Education Support Project (ETESP) in 
1999, Tok Pisin, Hiri Motu and Kuanua were the commonly written and spoken vernacular languages.  
PASTEP (2000) reported that bilingual education is being used in teaching and learning subjects in 
schools.  This implies that teachers need to be proficient in both the vernacular and English to be able to 
help students make the transition from vernacular languages to English.  This process is known as 
bridging. 
 
“Skills education” broadly refers to teaching academic subjects alongside work related skills in schools.  
According to this policy initiative, more is demanded of teachers to teach standards specified in the 
discipline subjects, cultural skills and knowledge, and trade skills.  Skills education is a new concept, 
broadly built on the academic subject content and trade skills related subjects as part of the formal 
curriculum.  It includes many competencies to sustain or improve people’s lives.  However, to implement 
a skills education policy, teachers need higher order thinking skills (NDOE, 2000b & c). 
 
Baki (2002) pointed out that the Department of Education has accepted that as detailed in the official 
National Curriculum Statement the content standards of all subjects will not be requiring further changes.  
Despite all efforts in the development of new policies that are intended to drive national standards higher 
since 1990s, numerous salient factors continue to handicap school progress.  Some of these are related to 
leadership and coordination, levels of school input such as resources, school and classroom organisation, 
teacher professional learning, increasing costs of education, curriculum, assessment and monitoring, 
teachers’ beliefs, understanding and commitments, and community support.  
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3. 8  Gaps in knowledge of education standards in Papua New Guinea 
This classroom-first approach study will investigate how urban and rural elementary and primary school 
teachers’ perceive national education standards and factors that influence their interpretations.  The types 
of education standards chosen for exploration in this study are content standards, curriculum standards, 
performance standards, lifelong standards, and opportunity to learn standards (section 2.5).  Currently, 
confounding situations facing teachers are their lack of understanding of concepts and limited 
professional opportunities which handicap them in developing critical and creative thinking skill 
proficiencies (Zeegers, 2000).  Such situations could be minimised by training teachers who will have the 
competence level in employing skilful thinking approaches in their teaching activities (Beyer, 1987).  
Teachers’ who use thinking approaches are in a position to encourage and guide their students to use 
similar thinking processes such as questioning and writing skills (Collins & Green, 1992).  In Papua New 
Guinea teachers need to be equipped with the kinds of thinking skills to execute the various thinking 
tasks required for academic subject matter and related tasks (Wilson, 1984).  Teachers proficiency in the 
academic subject content is dependent on the amount of thinking they put in their work, otherwise their 
students’ chances of success are greatly limited (Burke, 1995a).  
 
The literature suggests several knowledge gaps in Papua New Guinea’s experiences of setting and 
achieving national education standards.  The gaps are identified and discussed below, adding significance 
to this study.  
 
Choosing and interpreting standards at the school levels 
The significance of content standards set centrally has to be translated into instructional practice (Foriska, 
1998; Hill & Crevola, 1999).  The pressure for change in Papua New Guinea has pushed the government 
to introduce an access education policy in basic education, but the reform policies have not directly 
addressed national education standards.  While literature consulted such as Kenehe (1981) and Matane 
(1986) investigated and commented on education standards, no empirical research has been conducted to 
investigate the relationship between centrally designed education standards and the achievement of these 
standards in schools.   
Implementation of national education standards is marred by the inherent problem of the confounding 
and multiple meanings of standards.  Different people hold different meanings of standards (Foriska, 
1998).  Papua New Guinea unequivocally has adopted a standard-based system of education without any 
critical analysis of the national education standards (Attwood, 1985).  For some policy makers, there is a 
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confounding problem of misunderstanding of the definition of quality education and standards.  This is 
reflected in the report Falling Standards stating that “the concept of standards is vague, unfamiliar and 
unimportant to many experienced teachers…that absence of recognized standards leads to vagueness” 
(Kenehe, 1981, p. 35).   
 
School and class organisation 
 
Teachers are responsible for creating an environment conducive to learning (Cardwell 1999; Foriska, 
1998; Marsh, 1999; Odden, 1999).  The educational reform process in Papua New Guinea has eventuated 
in a rapid manner.  Guy et al. (1997) pointed out that the ongoing problems of lack of teachers, teaching 
and student resources, and classroom facilities act as immediate implications for education reform.  The 
above elements such as teacher shortage and limited resources influence education standards in schools.   
Furthermore, teachers’ skills, knowledge and level of understanding of curriculum contents were noted as 
ongoing concerns that are useful for structuring teaching and learning activities (Avalos, 1990; NDOE, 
2002a; Guy et al., 1996; McLaughlin, 1990; O’Sullivan, 1994; Turner, 1996 & Zeegers, 2000). 
 
These studies have explored teachers’ general competencies.  However, no empirical research has been 
conducted on teachers’ perceptions of factors which inhibit their efforts in translating national education 
standard in their teaching practices.  This study will attempt to fill in this gap. 
 
Monitoring, assessments and national examinations system 
 
An analysis of the Measurement Services Unit (1998 & 2000) reports revealed that the basic skill 
performance in English, Mathematics and Science “standards in many provinces are low, and strenuous 
efforts must be made to identify the causes and address them” (p. 44).  The NDOE (2000a, pp. 16-60) 
publication reported that standards of education in elementary and primary are a concern.  NDOE 
recommends a major study to ascertain how well schools and teachers are achieving these standards.  
Such a study could include investigations into the following areas: 
• Elementary education:  To investigate standards of education at the elementary level of 
education;   
• Lower primary:  To investigate performance of children progressing into the primary schools; 
• Lower secondary/Upper secondary:  Concerns were expressed regarding a drop in standards at 
the grade 12 levels when secondary schools were introduced.  Access policy appears to affect the 
standards because of the quality of teachers and their professional qualification teaching grade 11 
and 12 students. 
 
The above statements indicate the inherent problems of the national education standards policies and the 
lack of emphasis by the central authority for interventions.  Gardner (1999) stated that if standards are 
found to be inappropriate they should be reformulated.  The experience of other countries, for example, 
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Canada, Britain, India, Kenya, United Kingdom shows that these governments develop their education 
reform acts based on their society’s changing expectations, thereby their reform policies have had to 
mirror reform intentions (Brynin, 1993; Graham, 1992; Tomlinson, 1992).   
 
Government officers, private sector administrators and members of the public have different 
perspectives of education standards (Tololo, 1997).  A national study on the quality and standard of 
training conducted in the public and private sector revealed that standards were defined in several ways, 
such as “a minimum level of output expected of everyone within the system…. and a minimum level of 
skills required to meet a competency level of a particular occupation” (Tololo, 1997, p. 23). 
 
This study investigates perceptions and understanding of education standards in Papua New Guinea. 
 
Teacher Education 
 
Education standards and appropriateness of academic programs in the Papua New Guinea tertiary 
institutions continue to be a problem (Avalos, 1992). Improving teacher standards then is a continuing 
gap which will have to be improved over time as described in research reports on teacher education in 
Papua New Guinea (ETESP, 1999; McNamara, 1989; and PASTEP, 1999).  This study provides insights 
into the strategies and informs policies on effective teacher education in Papua New Guinea. 
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Classroom teaching and programmes 
 
Teacher beliefs and understandings about teaching and learning programmes are central to the 
effectiveness and consistency in the teaching of academic content (Hill & Crevola, 1999).  Teachers are 
choosing to adopt/follow the ready-planned lessons in the official documents (Gibson and Weeks, 1990), 
thus resulting in behaviouristic and mechanistic styles of teaching.  To date the current conditions vary 
markedly given the complexity of the culture and the uneven pace of development, lack of teaching 
resources, and other community and school variables.  Foriska (1998) pointed out that deciding which 
approach best suits teaching and learning in schools will always be difficult to negotiate for an untrained 
mind.  This view is also pointed out in the research reports in Papua New Guinea (McLaughlin, 1995; 
O’Sullivan, 1994; Turner, 1996; Zeegers, 2000). 
 
The government’s official language of instruction policy has pressed teachers in schools to teach 
commonly spoken vernacular languages in addition to English.  The problem of writing and teaching 
orthographies for vernacular languages continues to be a national problem; teachers with very limited 
proficiencies teach vernacular languages in elementary and lower primary subjects (ETESP, 1999; 
PASTEP, 2000).  The bilingual policy direction is consistent with research findings discussed in 
vernacular language research, such as Literal (1986) and McLaughlin (1997).  
 
This study also explores issues associated with language of instruction and its implications for 
achievement of educational standards.  It may include societal and cultural factors which contribute to or 
inhibit the achievement of education standards. 
 
Professional support and learning teams 
 
The World Bank Education Sector Review (1998) reported that education systems needed better 
assessment systems, institutional strengthening, and strong organisational efficiency.  These areas play a 
significant role in organisational progress.  This view is consistent with the literature (Hill & Crevola, 
1999; Marsh, 1999) which suggests that effective schools have benefited from within by school 
professional learning teams.  Teachers have to be committed to their own professional development 
(Day, 2000).  At the school level in Papua New Guinea, teachers will require professional assistance for 
them to initiate change and improvement.  Increasing teachers’ academic subject content and pedagogical 
skills in teacher preparation programmes would help enable teachers to become more critical and creative 
thinkers (Burke, 1995 a & b, Guthrie, 1985, McLaughlin, 1995). 
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This study then investigates opportunities both from within schools and national initiatives to generate 
school based professional development.  This will illuminate issues and challenges impinging upon 
professional development of teachers as practitioners.  
 
3.9 Summary of the context of Papua New Guinea Education  
 
This chapter has considered research and reviews that have helped to describe the Papua New Guinea 
context - its historical background, education development and systemic concerns.  The chapter provided 
a discussion on national education standards and the implications of these policies for practice.  It is likely 
that knowledge drawn from empirical research and review reports have shaped the beliefs, understanding 
and teachers’ commitment to national education standards. 
 
Figure 3.2 is a conceptualisation of standards perspective for this study. 
 
The next chapter describes the research design, with justifications for methodology, data gathering 
strategies and analysis.  Issues of validity, trustworthiness, triangulation and ethical considerations are also 
addressed. 
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Figure 3.2 Conceptualising Standards Perspective for this study. 
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CHAPTER FOUR 
 
DESIGN OF THE RESEARCH 
4.0 Introduction  
The purpose of this study is to explore stakeholders’ perceptions of education standards in primary and 
elementary schools in Papua New Guinea.  Chapter 2 contained discussions on the conceptual 
framework of the study, based on a standards perspective.  Adapted into this framework are cultural 
factors which impinge upon the achievement of education standards.  Chapter 3 provided a contextual 
understanding of the standards perspective within the Papua New Guinea education system through an 
analysis of both empirical and policy literature.  The focus of this chapter is to discuss the design of the 
study. 
 
In recent years, Papua New Guinea has produced detailed standards designed to create an education 
system to meet the needs of both the nation and its people.  However, evidence has increasingly been 
found that policy during the development of the standards has not been achieving its aims because 
teachers have had no personal responsibility for educational outcomes (Kenehe, 1981).   
 
The main research question identified is: 
 
How do teachers in urban and rural schools in Papua New Guinea perceive the national 
standards and their implications for future policy making? 
 
Associated research questions are also essential for this practitioner-researcher to explore issues and 
concerns surrounding local implementation of national education standards.  This is particularly 
important when extrapolating key elements influencing standards in elementary and primary schools.  
These sub-questions are: 
 
1. What factors do teachers believe influence their interpretation of national standards? and  
2. How do local stakeholders in the urban and rural areas perceive teachers’ interpretation 
of national standards? 
 
The sub questions focus on issues previously discussed, which are connected to teachers’ perceptions and 
understanding of national standards, local stakeholders’ perceptions of teachers’ interpretation of 
standards, and educational change and reform.  These perceptions may include teachers’ professional 
input in the curriculum processes; monitoring and assessments; teacher beliefs, understanding and 
commitment; teacher behaviour and attitude; school leadership; support and assistance and cultural 
knowledge. 
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The purpose of this chapter is to justify the research design.  The chapter is in three sections.  The first 
section describes the research framework selected as most appropriate for this study.  The second section 
discusses the methodology while the final section defines the research participants, research strategies, 
stages for data analysis and other associated issues on conducting education research in this developing 
country.  Table 4.1 provides the framework for the design of the research. 
 
TABLE 4.1 RESEARCH FRAMEWORK 
 
4.1 Epistemology Constructivism  
Situated Learning 
4.2 Theoretical perspective  Interpretivism 
Symbolic Interactionism 
4.3 Research Methodology Case Study 
4.4 Research Participants Two Cases 
Key Stakeholders 
4.5 Data Collection Methods Semi-Structured In-depth Interviews 
Focus Group Discussions 
Story Telling 
Participant Observations 
Field Notes 
Documentary Analysis 
The researcher 
4.6 
4.7 
4.8 
Data Analysis 
Validity & Trustworthiness 
Ethical Considerations 
 
4.1 Epistemology – Constructivism 
 
Reform of basic eduction in elementary and primary schools in Papua New Guinea has placed new 
expectations for the national curriculum to focus on understanding content, curriculum, performance, life 
long and opportunity-to-learn standards.  These expectations are based on changes in the educational 
processes instigated by reform agendas (NRI & NDOE, 2001).  This study provides the opportunity to 
deeply explore issues and factors relating to performing national standards.  These expectations will be 
understood by exploring factors within the current learning environments and teachers’ ability to 
promote authentic learning in schools.  Hence, constructivism and situated learning perspectives will be 
useful to this study.   
 
Constructivism 
 
Constructivism is a philosophical view on how we come to understand or know (Rorty, 1991; Savery and 
Duffy, 1995). Constructivism includes two strands of thought.  The first focuses on the individual 
knower and acts of cognition.  The second focuses on social process and interaction and is generally 
known as social constructivism (Schwandt, 1997, p. 19).  Typically, social constructivism maintains that 
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human beings can individually and collectively interpret or construct knowledge through various 
experiences such as language and social context (Schwandt, 2000, p. 197).  Human beings invent 
concepts, models and schemes to make sense of experience, continually test and modify these 
constructions in the light of new experiences (Schwandt, 1997). 
 
From a constructivist viewpoint, knowing and reality are dependent human practices as constructed 
through interactions between fellow humans and their world (Crotty, 1998, p. 42).  Knowledge and truth 
is created in the mind, not discovered (Schwandt, 1994).    
 
Constructivists do not believe that the criteria for judging either reality or validity are absolute (Bradley & 
Schaefer, 1998).  They consider knowledge as a product of a learner’s activities (von Glasersfeld, 1991).  
Knowledge is directly associated with the individual learner.  In this context, “truth is in the making” 
(Roelops & Terwel, 1999, p. 204).  Knowledge is not a result of transmission, rather the learner 
constructs it when relating new elements of knowledge to already existing cognitive structures (Bruer, 
1993).  In effect, social phenomena consist of meaning making activities of groups and individuals 
around those phenomena.  The meaning making activities themselves are of central interest to the 
constructivism perspective, because it is the making of meaning /sense making from the attributional 
activities that shape action or inaction (Lincoln & Guba, 2000, p. 167).   
 
Constructivism is characterised by a number of key components.  One key component of constructivism 
is the understanding of the interactions with the environment.  It is not possible to talk about what is 
learned separately from how it is learned, as if a variety of experiences all lead to the same understanding.  
Rather, understanding is the function of the content, the context, the activity, and the goals of the learner.  
Since understanding is an individual construction, we cannot share understandings, but may test the 
degree to which individual understandings are compatible (Savery & Duffy, 1995, p. 31).  Similarly, 
individuals’ “thinking is specific, in that different things suggest their own appropriate meanings, tell their 
own unique stories and do this in very different ways and with different persons” (Dewey, 1933, p. 46, 
Schwandt, 1997).   
 
Another component is that knowledge evolves through social negotiation and through the evaluation of 
the viability of individual understandings.  The social environment is critical to the development of 
individual understanding as well as to the development of knowledge (Savery & Duffy, 1995).  It can be 
concluded that constructivism is characterised by authentic pedagogy.  The characteristics are: 
construction of knowledge in complete task environments; connectedness to students’ personal worlds; 
value of learning activities beyond school; and cooperation and communication. Knowledge is derived 
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from community consensus regarding what is “real”, what is useful, and what has meanings, especially 
meanings for action and for further actions (Lincoln & Guba, 2000).   
 
Knowledge is inseparably bound up with the social and physical environment in which it is developed 
and used, not an abstract phenomenon (Roelops & Terwel, 1999, p. 203).  The situation largely 
determines the structure, content and coherence of the concepts used (Brown et al., 1989).  Knowledge is 
linked with developments and changes in cultural environment (Roelops & Terwel, 1999).  Furthermore, 
the use of language entails ambiguity because meaning is located in situational contexts (Miller & Gilder, 
1987).  This conception therefore means that learning always takes place in contexts, a particular view of 
education often summed up as situated learning (Roelops & Terwel, 1999). 
 
The theory of “situated cognition” is based upon the notion that knowledge is contextually situated and 
fundamentally influenced by the activity, context, and culture in which it is used (Brown, Collins & 
Duguid, 1989).  This view of “knowledge as situated” is common to constructivists and has important 
implications for understanding of learning.  The situated nature of learning is based on the beliefs that 
cognition as a phenomenon provides an explanation of individuals’ thinking as they perceive, interpret, 
and act upon the reality they construct (Harley, 1999, p. 113).  Situated learning perspectives are based on 
the assumption that each individual is unique.  This perspective assumes that context is an influencing 
factor and presupposes that there exist certain realities external to the individual which the individual 
chooses to work with or reject (Harley, 1996, Lave, 1988).  Situation is defined as the awareness by which 
an individual determines his / her moment–by-moment reality.  As actors in the social world, individuals 
define their reality (Harley, 1996, p. 114).   
 
An important hallmark of the situated learning perspective is based on the belief that knowledge is 
contextually constructed.  Knowledge is fundamentally influenced by the activity, context, and culture in 
which it is used.  Knowledge is thus inseparable from and bound up with the social and physical 
environment in which it is developed and used.  This invites a theoretical framework that determines the 
structure, content and coherence of the concepts used and understanding of interconnectedness of the 
main components of this research design.  Social constructionism is connected to symbolic 
interactionism because it emphasizes the identification of situations, seeks to understand how social 
actors reproduce social actions and how they share intersubjective understanding of specific 
circumstances (Schwandt, 1997, p. 19). 
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4.2 Theoretical Perspective: Interpretivism 
This study analyses stakeholders’ perceptions and the cultural connotations attached to national 
standards.  This exploration adopts a philosophical view of constructivism to illuminate the socially 
constructed nature of reality influencing the implementation of national education standards in 
elementary and primary schools in Papua New Guinea. 
 
The nature, types, purposes and legitimacy of paradigms influence the structure, process and direction of 
social research (Sarantakos, 1998).  Three dominant paradigms which provide a theoretical basis for 
methodology in social research are positivism, interpretive social science and critical theory (Sarantakos, 
1998, p. 35).  Paradigms are sets of beliefs, values and techniques which guide researchers (Lincoln & 
Guba, 2000, p. 157).  Beliefs can never be established in terms of their ultimate truthfulness (Sarantakos, 
1998).  They are human constructions.  The paradigm that is relevant for this study is interpretivism. 
 
Interpretivism is the most appropriate theoretical framework for this study because interpretive 
researchers adopt the following principles to make sense of the phenomenon they are studying.  These 
are:  
• reality is subjective in people’s minds, is created, not found and interpreted differently by people;  
• human beings are creators of their world, making sense of their world, not restricted by external 
laws, creating systems of meanings;  
• science is based on common sense, inductive, relying on interpretations, not value free; and  
• the purpose of research is to interpret social life, to understand social life, to discover people’s 
meanings (Sarantakos, 1998, p. 40). 
 
Interpretive social research helps to interpret and understand human behaviours.  Human beings have 
reasons for their social action, the way they construct their lives and the meanings they attach to them as 
well as comprehending the social context of social action (Sarantakos, 1998, p. 40).  An interpretive 
approach guides the researcher to observe the actions in which knowledge construction and curriculum 
creation takes place between teachers and students.   
 
Interpretive understanding is about how people make sense of their worlds (Schwandt, 2000, p. 194).  It 
is a powerful tool for qualitative researchers in understanding human action (Maxwell, 1996 and 
Schwandt, 2000).  Interpretive researcher sees language as the agreed symbolic system, but in which 
different people may have some differences in their meanings (Bassey, 1999).  As such, it has been 
problematic when different people attempt to provide shared accounts or explanation of observation in 
an activity.  Interpretive researchers recognise that by asking questions or by observing, they may change 
the situation in which they are studying.  Furthermore, they recognise themselves as potential variables in 
educational case study (Merriam, 1998).  This is particularly relevant to this study. 
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Interpretivist approaches seen in the context of this study emphasise the subjective view of what people 
know and believe to be true about their world.  Their views are constructed as these people interact with 
one another over time in specific social settings (Glesne, 1999; LeCompte & Schensul, 1999; Schwandt, 
2000). 
 
Interpretivism emphasises a view of culture as both cognitive and affective, as reflected in shared 
meanings and as expressed in common language, symbols, and modes of communication (LeCompte & 
Schensul, 1999).  As such, interpretivists believe that culture is created; a process in which many 
individuals share and negotiate multiple and overlapping socially based interpretations of what they do 
and what occurs in local situations.  Culture, then is an abstract, “constructed” as people interact with 
each other and participate in shared activities (LeCompte & Schensul, 1999, p. 49).  
 
The purpose of this study is to examine the stakeholders’ perceptions and understanding of national 
education standards.  Interpretivism is the appropriate theoretical framework to explore the perceptions 
and beliefs of these stakeholders in particular local situations.   
Symbolic Interactionism 
Understanding human beings through the study of what they do and through their actions can facilitate 
better definition and self-direction in these situations (Charon, 2001).  Action is always overt and covert.  
The subtle combination of overt and covert action may be difficult to study scientifically, because self-
action is difficult to measure or to predict.  This perspective also seems to conflict with most of our 
notions of science.  It suggests that there is an important element of human freedom in what we do 
(Charon, 2001, p. 206).   This view is mirrored by Blumer (1969, p. 65) when illuminating analysis of 
social interaction.  It involves two levels; the first form is non-symbolic interaction; and the second is 
symbolic interaction.  In non-symbolic interaction human beings respond directly to one another’s 
gestures or actions.  In symbolic interaction, they interpret each other’s gestures and action on a basis of 
meaning yielded by the interpretation (Blumer, 1969, p. 66).  Symbolic interaction involves interpretation, 
or asserting the meanings of the actions or remarks of the other person, or conveying indications to 
another person.  Human association consists of a process of such interpretation and definition.  Through 
this process, the participants fit their own acts to the ongoing acts of one another and guide others in 
doing so (Blumer, 1969). 
 
Symbolic interaction provides insight on the conduct of research through the ongoing disagreement over 
the meaning and purpose of science (Charon, 2001).  In most cases, there seems an agreed stance that 
science is a method of discovery that relies on empirically gathered evidence and emphasises a systematic 
and objective approach to the accumulation and analysis of evidence.  Symbolic interactionists take a 
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different approach to science by adopting cultural anthropology, which investigates people through 
observing them talking and acting in their everyday life (Charon, 2001, p. 206).   Symbolic interaction 
emphasises the following: 
• Individuals as constructs of their own actions; 
• The various components of the self and how they interact, the indicators made to self, 
meanings attributed, interpretive, mechanisms, definitions of situation, the world of 
subjective meanings, and the symbols by which they are produced; 
• The process of negotiation, by which meanings are continually being constructed; 
• The social context in which they occur and where they derive; and 
• By taking the role of the other.  A dynamic concept involving the construction of how 
others wish to or might act in certain circumstances, and how individuals themselves 
might act, and how individuals align their actions to those of others (Cohen, Manion & 
Morrison, 2000, p. 26). 
 
Symbolic interactionism believes that this determination of problems, concepts, research techniques, and 
theoretical schemes should be done through direct examination of the social world (Blumer, 1969, p. 48).  
For symbolic interactionists, the nature of the empirical social world is to be discovered by a direct, 
careful, and probing examination of that world (Blumer, 1969, p. 48). 
 
The Link Between Constructivism, Situated Learning, Interpretivism and Symbolic 
Interaction  
The study into stakeholders’ perceptions and understanding of national education standards and its 
implications for future policy making has cultural connotations.  Given that cultural and contextual 
factors can influence standards (chapters 2 and 3), this exploration adopts a constructivist and 
interpretivist view of social research.  Furthermore, both constructivism and situated learning theory 
share common beliefs in the “social construction of reality” (LeCompte & Schensul, 1999, p. 48).  The 
acquisition of knowledge is the product of activities that take place in a particular cultural context.  The 
“situated nature of knowing” will inform the socially constructed nature of reality influencing the 
implementation of national education standards. 
 
A key component of the interpretive view is that it always defines shared constructs and meanings as 
“situated”, that is, they are located in or affected by the social, political, cultural, economic, ethnic, and 
other contextual characteristics (LeCompte & Schensul, 1999, p. 49).  These contextual characteristics 
influence how individuals think, believe, and present themselves.  Hence, interpretive, constructivist 
approaches are inherently participatory because meanings can be created only through interaction 
(Schwandt, 2000, p. 194).  By adopting the interpretive approach, this practitioner researcher can 
understand the extent to which the components of situated learning perspective (stories, reflection, 
cognitive apprenticeship, collaboration, coaching, multiple practice, articulation of learning skills, and 
technology) are contextually and culturally appropriate for teaching and learning in Papua New Guinea 
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elementary and primary schools.  Knowledge of the components of situated learning (chapter 2) has the 
potential to change teachers’ styles and teaching methods, professional learning teams, school leadership 
and pupils’ performance standards. 
 
Within these philosophical approaches to the study of learning, the researcher entered, or rather re-
entered, the field as a practitioner with local knowledge.  Although already an “insider” in cultural terms, 
he took with him his more recently acquired understandings of these various approaches to research, and 
so adopted an artificial naivety towards the educational cultures that formed the focus of the study.  By 
spending three and half months in the field, observing, participating and involving himself in the 
educational life of the schools, he was a participant observer in the schools and was thus able to gain 
understanding of the interactions that took place and their symbolism for the participants.  
 
Symbolic interaction reflects cultural anthropology, which investigates people through observing them 
talking and acting in their everyday life (Charon, 2001).  Symbolic interactionism will enable an 
exploration the nature of the empirical study on the stakeholders’ perceptions and understanding of 
national education standards.  Therefore, the objective of the practitioner researcher is to advance 
knowledge by describing and interpreting the phenomena (national education standards) as perceived in 
primary schools in Papua New Guinea.  Interpretivism would be a search for deep perspectives on 
particular events and for theoretical insights in the performance of national education standards.  It may 
offer possibilities (Lincoln & Guba, 2000) for future policy directions within the context of Papua New 
Guinea education.   
 
4.3 Research Methodology 
Research methodology is a way of thinking about and studying social reality; about how we know the 
world, or gain knowledge of it (Bassey, 1999).  The justification for this methodology draws from the 
epistemological and theoretical perspectives previously discussed.   
 
The purpose of this study is centred on exploring stakeholders’ perspectives and behaviours which 
involve face-to-face interaction with participants.  This study will uncover the influence of cultural and 
contextual activities that shape the behaviours and beliefs of the stakeholders.  Therefore, case study is 
appropriate as justified below.   
 
Qualitative research involves an interactive process whereby researchers take a particular worldview or 
perspective to inform the research.  Qualitative researchers have a particular way of looking at the world, 
they interpret what they see, and decide whether the events that they see are real, valid, and important to 
document.  This understanding helps to build theories (Stake, 2000).  Its essence is twofold: a 
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commitment to some version of the naturalistic, interpretive approach to its subject matter, and ongoing 
critique of the politics and methods of post positivism (Denzin & Lincoln, 2000, p. 8).  Qualitative 
researchers stress the socially constructed nature of reality, the intimate relationship between the 
researcher and what is studied, and the situational constraints that shape inquiry.  Qualitative researchers 
emphasise the value-laden nature of inquiry.  They seek answers to questions that stress how social 
experience is created and given meaning (Denzin & Lincoln, 1994, p. l2). The basis of qualitative research 
is where reality is seated in the perceptions of subjects.   
 
Case Study 
 
Case study is a generic term used for the investigation of an individual, group or phenomenon (Sturman, 
1994), increasingly becoming a popular approach to social research (Lincoln & Guba, 1985).  Some 
researchers refer to case study as a method that complements survey and experimental techniques and 
provides detailed information about the complexity of particular cases.  Others refer to it as a means to 
promote a distinctive and self-sufficient approach to studying the social world, one that contrasts with 
positivism (Gomm, Hammersley & Foster, 2000, pp. 234-255).   
 
Case study is different from other research knowledge in four important ways: 
1 Where knowledge is more concrete; in that, knowledge resonates with our own experience 
because it is more vivid, concrete, and sensory than abstract; 
2 Where knowledge is more contextual, in that, our experiences are rooted in context, as is 
knowledge in case studies.  This knowledge is distinguishable from the abstract, formal 
knowledge derived from other research designs; 
3 Where knowledge is more developed by reader interpretation, in that, readers bring to a case 
study their own experience and understanding, which lead to generalisations when data for 
the case are added to old data.  These generalisations can be considered as part of the 
knowledge produced by case studies; and  
4 Where knowledge is based more on reference populations, determined by the reader, 
whereby, the reader in generalising as described above, readers have some population in 
mind.  Thus unlike traditional research, the reader participates in extending generalisations to 
reference populations (Stake, 1981, pp. 35-36).  
 
Case study is the study of particularity and complexity of a single case, employed to understand its activity 
within important circumstances.  Furthermore, a case has a boundary and contains a coherent system.  
Case study is both a process of inquiry about the case and the product of that inquiry (Kemmis, 1980).  
Case study is an empirical inquiry that investigates a contemporary phenomenon within its real-life 
context, especially when the boundaries between phenomenon and context are not clearly evident.   
 
Studying the holistic nature of cases may involve patterns or interrelated systems or relationships between 
the components of each case (Sturman, 1994).   In a study of a singular case, there is a belief that human 
systems develop a characteristic of wholeness and are not loose collections of traits (Sturman, 1994).  As 
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a consequence of this belief, case study researchers hold that to understand the case, they have to provide 
an explanation of why things happen as they do.  Furthermore, to generalise or predict from a case 
example requires an in-depth investigation of the interdependencies of the parts and of the patterns that 
emerge (Sturman, 1994). 
 
Case study in the context of educational research is a systematic, critical and self-critical inquiry, which 
aims to contribute to the advancement of knowledge and wisdom (Bassey, 1999, pp. 38-41).  Educational 
research is a critical inquiry aimed at informing educational judgement and decisions in order to improve 
educational action (Bassey, 1999).  Both of these statements “inform” educational action.  Case study 
research also contributes to theoretical knowledge about a specific-context or variables known as 
“discipline research in education” (Bassey, 1999, pp. 38-41).  Whatever the intentions are, educational 
case study contributes to understanding important concerns associated with the teaching profession.  
 
In this study, two cases (schools) have been selected using a “judgemental sample” to allow the 
researcher to focus on an outside phenomenon.  Stake (1995) termed this approach “instrumental case 
study” because it is a qualitative study of a specific issue and serves the purpose of illuminating the 
selected issue.   In instrumental case study research, the focus is on one or more particular situations in 
order to try to understand an outside concern.  A case is instrumental in accomplishing an understanding 
of the broader issue.  A case study has to be specific, and unique, and is a bounded system, which has 
usefulness in the epistemological (knowing the world/relationship) rationale (Stake, 2000). 
 
Intrinsic case study refers to research into a particular situation for its own sake, irrespective of outside 
concerns (Stake, 1995).  The case is given.  Researchers who show an interest in the case do so, not 
because the researcher learns about other cases or about some general problem, but because the 
researcher needs to learn about a particular case.  This is relevant for this study. 
 
Where the focus is on the issue rather than the case, the “insider” or native’s perspective is considered as 
reality (Fetterman, 1998).  The insider’s perception of reality is instrumental to understanding and 
accurately describing situations and behaviours.  Equally important is the consideration of contextual 
elements, historical background, physical setting, cultural, economic and political situation of the specific 
case.  Consideration of related cases and informants can provide more information about the issue under 
study (Stake, 2000, p. 439).   
 
Case study is perceived as an appropriate methodology that can provide an accurate reflection of the 
perspectives of the participants in this study.  This case study research is qualitative in nature.  It takes a 
holistic view of the complexities of social phenomena, human dimensions, and educational contexts 
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which influenced the implementation of educational standards in Papua New Guinea elementary and 
primary schools.   
 
This case study involves interpretation of data collection from selected cases.  General conclusions will be 
drawn from the selected cases.  However, it is acknowledged that the concept of generalisation can be 
considered according to “naturalistic generalisation” (Stake, 1995) or “transferability” (Lincoln & Guba, 
1989, p.141).  The implication of these two concepts is that generalisations can drawn by readers 
depending on their understanding and the context of their realities (Gomm, Hammersley & Foster, 2000, 
p. 100).  This case study provides thick descriptions of the two cases studied in the research.  
 
An important characteristic of this research is the interrelated components of data collection, analysis and 
interpretation of the components.  These relate and function as a system.  In a study of cases as 
instruments of an outside phenomenon, data collection methods such as open-ended questions and field 
notes used in the study of a case can be standardised.  These can then be used in a study of a second case 
of the same phenomenon.   
 
4.4 Research Participants 
 
The participants involved in this study emerged from several institutions and communities.  This study 
adopted a multiple site approach.  In multiple-site case studies, researchers attempt to study the same 
phenomenon in similar settings involving comparable case selection (LeCompte & Schensul, 1999).  
Multi-cases are used to describe and compare cases to provide better insight into an issue (Stake, 2000).  
Yin (1998) argues that the benefit of multi-case studies is that it strengthens or broadens analytic 
generalisations, in a manner similar to the role of multiple experiments in comparison to single 
experiment.  Multiple-case study adds confidence to findings (Miles & Huberman, 1994).  By looking at a 
range of similar and contrasting cases, researchers can understand more about the kinds of factors 
influencing an outside phenomenon.   
 
The technique used in identification of cases (schools) is in accordance with judgmental sampling 
(Fetterman, 1998).  This means the judgement of the researcher is based on selecting the most 
appropriate cases based on the problem and research questions, in hope of learning something new about 
the phenomenon.  The selection of the multiple sites was based on the researcher’s familiarity with the 
contextual issues within both locations. 
 
The cases were two schools selected from two different regions, Papua mainland and New Guinea 
islands. These two cases were considered as appropriate instruments to investigate teachers’ perspectives 
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and implementation of national education standards. This exploration will assist to explain the 
educational issues as part of the new reform structure of nine years of basic education.  Teachers, 
administrators and board members, parents and students were among the main participants in this 
research.   
 
Case One:  Soniliu Elementary/Primary School 
 
Soniliu Elementary / Primary school is a rural school, located in Manus province.  The school is located 
within a community of three other rural villages.  Local people speak “Nali” and “Lele” vernacular 
languages.  There are at least three ethnic groups, most of whom have rural or subsistence backgrounds.  
The researcher is originally from this community, speaks the vernacular languages and is well-versed with 
cultural knowledge.  In the researcher’s professional capacity, discussions were held on the establishment 
of the elementary school.  At this time, community leaders’ expressed concerns for contextualising 
students’ learning.   
 
All children speak one or both of the vernacular languages.   English is the medium of instruction and is 
spoken during school hours.  The school is a new “top-up” primary school with the inclusion of 
elementary (preparatory to year 2) and primary (grades 3-8).  Previously, years 7 – 8 were offered by the 
secondary schools.  After completing primary and secondary school, most of these children remain in 
their rural communities.  Manus province retains a high percentage of school enrolments and retention.  
Five teachers are from the “Nali” ethnic group, the other three are from other ethnic groups in Manus.  
All teachers speak “Tok Pisin” as a lingua franca and use English in teaching.  The “Nali” vernacular 
language is the language of instruction at the elementary level, whereas English is the language of 
instruction from grades 3 to 8. 
Case Two: Boroko Elementary/Primary School 
 
Boroko Elementary / Primary school is located in Port Moresby in the National Capital District.  Boroko 
was selected because the researcher has lived and worked in the area for over fifteen years.  The author 
was involved in the establishment and curriculum development of the elementary school.  This involved 
training elementary teachers.  The school has a student population of about 1800 children and 52 
teachers.  Port Moresby is a multi-cultural city.  Indigenous people speak at least two vernacular 
languages.  “Tok Pisin” is a common lingua franca.  All children attending Boroko speak at least one 
vernacular language and English is the language of instruction from primary and secondary schools.  
Boroko is also a “top up” school, consisting of elementary preparatory to grade 8 primary (EP-8).  
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Teachers are from many ethnic groups of Papua New Guinea; speak their own vernacular language, 
including “Tok Pisin” and English.   
 
In selecting the two cases, the researcher was aware of the ethnic and tribal differences present in Papua 
New Guinea.  Thus, the selection of cases may not necessarily be a representative sample of all schools 
because of diverse cultural, contextual settings, behaviours of participants and languages.  However, these 
cases may help in the identification of some generalisations across other settings (Stake, 2000).  As in case 
study research, researchers seek commonalities and particularities about cases, but the outcomes regularly 
portray something of the uncommon (Stake, 2000, p. 439).  A single case is quite different from what can 
be said about all cases.  Furthermore, most academic researchers are supportive of the study of cases if 
there is no clear expectation of generalisability to other cases (Stake, 2000). 
 
Key Stakeholders in this study 
Apart from the personnel in the two case study schools, this study included other key stakeholders in the 
processes of education.  Specifically, this included policy makers with the National Department and 
Provincial Divisions of Education, parents and Board of Management members, community members 
and pupils.  The justification for the stakeholders in this research was based on sub-question 2 which 
aimed at extracting stakeholders’ perceptions of teaching to interpret and implement national education 
standards. 
Figure 4.2 
 
Categories of Research Participants 
 
Categories Positions 
Case 1 Teachers, Principal, Pupils 
 Board Members, Parents 
Case 2 Teachers, Principals / Deputy Principal, Pupils 
 Board Members, Parents 
Policy Makers – Education Managers, Inspectors, Trainers  
Policy Makers – NDOE, Secretary of Education, Ministry of 
Education &Assistant Secretaries  
Stakeholders 
Community Representatives – Community Elders 
 
Actual numbers of actual research participants are presented in chapter 5.  
 
4.5        Data Collection Strategies 
A variety of research methods were used to provide the rich nature of data sources.  These strategies 
include in-depth interviews, focus groups discussions and documentary analysis.  Documentary analysis 
included policy documents, teachers’ and pupils’ artefacts and school records.  Throughout this research, 
these multiple methods were adopted for analysing and interpreting data, to culminate in research 
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findings.  The use of multi-methods helps in examining the particularity of each case.  The bulk of the 
case data analysis is interpretive coming from multiple sources.  Analysis of this data will interrogate 
teachers’ experiences and perceptions of national education standards.  
 
i.  In-depth Interviews 
 
A series of in-depth semi-structured interviews with selected teachers, administrators and community 
board members, parents and selected students was conducted.  These semi-structured interviews allowed 
flexibility for the researcher in prompting further clarification of the responses.  The justification of semi-
structured in-depth interviews is that it helps to unpack participants’ perspectives on the topic under 
discussion.  In-depth interviews also allow the participants to discuss deeply their meaning and 
perspectives (Yin, 1989). 
ii.   Focus Groups 
Focus group discussion was the main data collection strategy.  The strengths of a focus group involve the 
interaction between individuals who share common interest in a topic of discussion (Goldman, 1962; 
Lidstone, 1996).  Furthermore, focus groups provide a good setting to observe large amounts of 
interaction in a short span of time involving a group of individuals.   
 
Focus group discussion is relevant to the Papua New Guinea traditional method of discussing common 
concerns and issues.  This method is appropriate and legitimate to gain access to information in this 
study because culturally, a one-to-one interview would be morally wrong if the to information has to 
benefit the community.  This is important when an “outside idea” introduced by government and non-
government organizations may involve community participation and decision making.  Using a focus 
group approach has an immediate end benefit to the community, as well as serving the researcher’s study 
purpose.  Focus group interviews, adjusted to meet local conditions, will positively build participants’ 
confidence in thinking about the importance of education as they construct meanings to new experiences.  
This is a socialisation process.  The issues can be vetted and understood by the whole community as an 
individuals’ perceptions are allowed to be heard.   
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In this study, this context and the locations of the rural and urban schools dictated the processes and 
nature of focus group discussions.  These are explained below. 
 
• Case one: Rural School focus groups 
 
The researcher is a member of the ethnic group and has local knowledge of how the community is 
organised.  At Soniliu primary school, the researcher used community discussions as a focus group 
research strategy.  In such situations, the elder traditionally introduces the discussion topic.  Normally, 
spokespersons for family groups would take turns to discuss the topic.  In this traditional model of 
discussion (focus) group or “knong na yapan” (Nali vernacular language) only those who have been 
accepted to speak in colloquia and can use abstract forms of language would discuss the topic.  Many 
perceptions would be formed, but only those with imaginative thinking skills, who are sensitive to the 
issue under discussion, are able to construct appropriate knowledge.  Meanings are not even watered 
down, since the issue is at this level of understanding involves use higher level thinking skills.  When 
“yapan” (meaning an important event) takes place, spokespersons normally have the final word, taking 
into consideration various perceptions discussed.  However, communication of decisions made at this 
group discussion is then transmitted by the spokesperson to other interested agencies.  
 
In this study, this ethnic group discussion strategy was followed.  The researcher adapted a traditional 
protocol to establish communication, convey the purpose of the study and the need to obtain their 
perceptions of education standards as relevant to their school and community context.  A community 
approach facilitated this data collection strategy. 
 
• Case two: urban school parent focus groups 
In the urban school, the researcher used parent and guardian focus groups.  One group involved 
employed parents, the other was unemployed, and both took place at the school site.  This was done 
consciously because of traditional cultural beliefs that may influence participants’ perceptions.  Teachers 
provided information and suggested names of parents who would be useful participants.  The researcher 
communicated with these parents and invited them to participate in the focus group discussions. 
 
This method solicited useful information from parents and members of the boards because it allowed 
them to participate in discussing issues and concerns that were important to them.  As they expressed 
themselves freely on introduced issues, the researcher was able to depict different perspectives they have 
on the discussion topic, which was later corroborated by other stakeholders. 
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• School based professional learning teams 
A number of focus groups was organised within each school to discuss concerns and issues surrounding 
teacher performance, curriculum content and balance, teacher supervision, and students’ performance of 
assessments and examinations, school facilities, and community participation.  The purpose of these 
focus groups was to enable the researcher to get a better insight into teachers’ perceptions and 
understanding of national education standards.  This discussion depicted teachers’ implementation of 
education policies as experienced through a classroom first approach. 
 
In this study, teachers’ focus groups took the form of a professional development exercise within each of 
the two schools.  The discussion topics were initiated by teachers.  Some of these topics included the 
national standards, school leadership, curriculum, education reforms, professional development strategies, 
resources, student assessments and teachers’ terms and conditions.   A moderator was appointed to lead 
the discussions while the researcher observed teacher dynamics within these professional development 
exercises.  The moderator provided the researcher with some feedback on the emerging issues from the 
discussion topic.  A tape and electronic (digital) recording was also made of these workshops. 
 
In a manner of reciprocity, the researcher conducted a series of professional development workshops.  
This allowed the researcher to assume his professional role as an Assistant Secretary with the National 
Department of Education to clarify issues which teachers had raised during the professional development 
workshops.  In the rural school, teachers from neighbouring schools also attended these workshops.  In 
the Papua New Guinea context, the concept of reciprocity is crucial in building genuine relationships 
(Kulwaum, 1995; McLaughlin, 2002).  Within the context of this research, the researcher’s input 
demonstrated a sense of maintaining partnership between policy makers and practitioners of education. 
 
• Pupils’ Focus Groups 
As a result of teachers’ suggestions, the researcher selected five students from each class to engage in a 
pupils’ discussion session.  The discussions allowed students to express their perceptions about teaching 
and learning processes. Based on their experiences, pupils talked about the importance of education and 
its role in shaping their future pathways.    
 
iii. Observations 
Non-participant observations and field notes were used.  The researcher was a non-participant observer 
at the board meetings, teaching staff meetings, curriculum committee meetings, and school professional 
development meetings at two schools.  Observation focused on issues and concerns regarding teaching 
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and learning, classroom practice, professional development and curriculum.  Emerging issues from these 
observations were further explored in teachers’ professional development exercises.  Observations also 
were useful for corroboration with other data sources as an indicator of validity. 
 
iv. Field notes 
Descriptive field notes were employed during the data collection process.  The researcher captured a 
word-picture of the setting, people, actions, such as during observation of meetings, group discussions, 
and conversations (LeCompte & Schensul, 1999).  Field notes were useful to guide follow up and cross-
checking by adding additional information from the research participants.  Field notes became reflective 
documents, used by the researcher to record meaningful occurrences during observations which implied 
connotations as speculative, emotions, problems, ideas, hunches, and impressions or even prejudices.  
Field notes enabled the researcher to see emerging patterns, connections between data collected and 
probe further explorations.  Field notes assisted the researcher to reflect on associated concerns during 
data collected which allowed for a constant review of research strategies. 
 
v. Documentary Analysis 
In addition to recent nation-wide reviews and research on the education issues and concerns (Chapters 1 
& 3), official letters, policy and curriculum statements, instructional guidelines, term and yearly 
programmes were examined.  These documents assisted the researcher to analyse teachers’ and 
stakeholders’ perceptions, understanding of national education standards and their local implementation.  
This analysis assisted the researcher to consider exploring issues which emerged from comparing and 
contrasting these documents with actual implementation of national policies and guidelines at the school 
level.  Further, this analysis was useful to the researcher for probing in-depth questioning in subsequent 
discussions and interviews. 
 
vi.  The Researcher 
The practitioner researcher is a policy maker responsible for teacher education functions in Papua New 
Guinea.  As a practitioner, this researcher has knowledge of national and local-level policies and practices 
which are crucial to this study.  This being the case, the role of practitioner researcher through the whole 
of this exploratory research process was significant in a number of ways.  First, it provided an insider 
perspective on what is considered as reality when interpreting participants’ perceptions obtained through 
this study.  Second, the researcher became the main instrument (Fetterman, 1998).  Therefore, the 
researcher’s perceptions are instrumental to understanding and accurately analysing the situations and 
behaviours demonstrated during the study.  
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4.6 Data Analysis 
 
As discussed above, multiple data sources were used.  Data analysis processes involved both systematic 
searching and arranging various data the researcher had accumulated to increase understanding and using 
the knowledge gained to advise the next phase of the data gathering process (Bogdan & Biklen, 1982; 
Erickson, 1998).  Analysis is a kind of “bootstrapping operation” in which questions and assertions are 
generated from evidence or vice versa (Erickson, 1998).  In this study, data analysis depended on the 
researcher organising the data, synthesising these into manageable categories, searching for common 
patterns of occurrences, and presenting this as information.  Data analysis was a process of recursive 
review of information sources.  The following stages were followed during the data collection and 
analysis. 
 
Stages for Data Collection and Analysis 
 
Stage 1:  Data Collection, Display and Reflections 
 
Step 1.1 The researcher adopted the “analysis-in the-field mode”.   This researcher remained focused 
throughout the data gathering process.  The researcher concentrated on maintaining a 
systematic approach.  A process of instant interrogation of data applied.  At the end of each 
day, data collected was reviewed and indexed into the main standards’ perspectives elements 
(chapter 2). 
 
Step 1.2: Questions and issues arising from initial data were reviewed through other data collection 
strategies such as focus group discussion and in-depth interviews.   
 
Step 1.3: Interviews and focus groups discussions were transcribed.  Copies of these transcriptions were 
returned to participants to ensure validity of information. 
 
Step 1.4:   Data collected from Case Study 1 were translated into English.  Most of the data from village 
elders had been transcribed in Tok Pisin.  The English version occurred through a process 
which involved Tok Pisin speakers who worked with the Ministry of Education in Port 
Moresby.  This translation process was further enhanced through discussion with a PNG 
colleague at QUT. 
 
Stage 2:  Data Coding and Distillation 
 
The researcher developed and used a coding scheme to categorise data into various patterns 
and dimensions.  This is illustrated in the table below. 
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Table 4.2  Main categories of issues 
 
Main categories  Rural School: Case 1 Urban School: Case 2 Ministry of Education 
I 
Goals, objectives 
and programmes 
Goals, policies, practices, 
procedures 
Goals, policies, practices, 
procedures 
Education (amended) Act 
of 1995 
Teaching Service Act of 
1998 
Section 42 Organic Law 
on Provincial 
Governments and local 
level government 
II 
Input 
Context & history; parents & 
community support; 
leadership & management; 
Curriculum; teachers issues, 
student enrolment and class 
size. 
Context & history; parents & 
community support; 
leadership & management, 
curriculum, teacher’ issues; 
student enrolment and class 
size. 
Curriculum, standards & 
guidelines  
III 
Process 
Curriculum, Teaching and 
Practices; Teacher Knowledge; 
Language of Instruction; 
Teacher Professionalism; 
Inspections; and Students’ 
Opportunity to Learn  
Curriculum, Teaching and 
Practices; Teacher Knowledge; 
Language of Instruction; 
Teacher Professionalism; 
Inspections; and Students’ 
Opportunity to Learn 
Provincial responsibilities 
for standards 
IV 
Outcomes/outputs 
Students’ assessments & 
examinations; students 
attitudes and expectations, 
restoration of local 
knowledge of traditions and 
values 
Students’ assessments & 
examinations; students 
attitudes and expectations, 
restoration of local 
knowledge of traditions and 
values 
Ratings of teacher 
performance, selection of 
student, funding of 
facilities and school 
subsidy. 
 
Stage 3:  Generation of Themes / Story Reports  
  Analysis of data in this stage was used in the presentation of findings in chapter 5.  This stage 
included a coding process which protected the identity of respondents as illustrated below.  For 
instance 
C represents the first letter of the participant’s surname, 
T indicates that this participant is a teacher, and 
6 indicates that this is a grade 6 teacher. 
 
The presentation of findings was influenced by the nature of storytelling employed through the 
focus groups.  This allowed the voices of the participants to be presented, to ensure the reader 
views the issues under discussions from the participants’ voices and perspectives.  
Stage 4: Discussion of Themes / Linking with Conceptual Framework 
 Themes which emerged from stage 3 were compared and contrasted with conceptualisation of 
the standards perspective in chapter 2.  This informed the discussion chapter.   
 
The data analysis as outlined in the above stages involved an iterative process (Maxwell, 1996).  Figure 4.3 
illustrates how the interactive process of data collection, analysis and conceptualisation were carried out 
in this study. 
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Figure 4.3 DESCRIPTION OF DATA ANALYSIS 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
FINAL INTERPRETATION 
Mismatch between policies and practices; Knowledge of national goals and objectives and 
programs; school based knowledge of policies and procedures; teachers’ understanding of 
national education standards; curriculum and pedagogy; professional development and 
assistance;  school leadership; levels of input and quality education; school context; lifelong 
learning; school and community relationship; and restoration of knowledge. 
MAJOR AND MINOR DATA THEMES 
(see figure 4.2 and appendix 7)
INITIAL DATA 
COLLECTION
STAGE 4 
Story report & 
conclusions 
STAGE 2 
Data coding & 
distillation. 
STAGE 1 
Data collection, 
display reflection 
STAGE 3 
Generation 
of key 
themes 
Major Theme I 
Goals, Objectives 
and Programmes 
Major Theme II 
Levels of Input 
Major Theme III 
Processes 
Major Theme IV 
Outcomes/Output
Groupings of Minor Themes 
• Context and history; 
• Parents and community support; 
• Leadership, management and decision Making; 
• Facilities and Curriculum Resources; 
• Teacher issues; 
• Student Enrolment; and  
• Class Size 
Groupings of Minor Themes 
• Curriculum, Teaching and Practices; 
• Teacher Knowledge; 
• Language of Instruction; 
• Teacher Professionalism; 
• Inspections; and  
• Students’ Opportunity to Learn  
Groupings of Minor Themes 
• Students Competencies; 
• Assessment and Examinations; 
• Student Behaviour/Discipline; 
• Restoration of Local Knowledge of Traditions and Values 
Groupings of Minor Themes 
• Goals and Policies; 
• Education Act (1995); 
• Teaching Service Act (1998); and   
• Section 42 of Organic Law on Provincial and  
Local Levels Governments. 
Data Gathering 
Strategies 
• The Researcher; 
• Story telling; 
• Open ended Interviews   
• Participant 
Observations 
• Document Analysis 
• Structured 
Questionnaires 
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4.7 Validity and Trustworthiness Issues 
Validity is an important requirement for qualitative and quantitative research (Cohen, Manion & 
Morrison, 2000; Maxwell, 1996).  In qualitative data, validity may be addressed through the honesty, 
depth, richness and scope of the data achieved, participants being involved, careful sampling and 
appropriate instrumentation.  Accordingly, the concept of validity rests with the researcher making 
decisions on the degree of trustworthiness of the data.  In this study, a number of strategies have been 
considered by the researcher to reduce validity threats.  These include the researcher’s local knowledge, 
professional practitioner experience, the use of multiple data collection strategies, and the nature of 
reciprocity, as discussed earlier. 
 
 Trustworthiness  
Qualitative researchers use trustworthiness as a criterion for judging the quality of the enquiry (Lincoln & 
Guba, 2000).  The concept of trustworthiness is appropriate for consideration in this study since the 
research methodology involves a case study approach.  Consideration for trustworthiness help to 
illuminate the ethic of respect for truth in case study research (Bassey, 1999, p. 75).   
 
In this study, validity is approached in two ways to maximise the trustworthiness of the data gathering 
and analysis process.  First, the decision to use a case study methodology and a variety of data collection 
strategies was based on the researcher’s appreciation of the need to obtain data from more than one 
location and source.  The decision was also based on the desire to engage different stakeholders working 
or interested in the national education processes in Papua New Guinea.  Secondly, the researcher’s local 
and professional knowledge of the education process served as an instrument to constantly review data in 
terms of stakeholders’ perspectives and the educational policies on a range of topics discussed in this 
study.  This process in itself was useful in judging the quality of data collected through this case study. 
 
Bias 
 
Researcher bias refers to the ways information can be distorted by the researcher’s initial theory, values, 
or preconceptions (Maxwell, 1998, p.92).  MacDonald & Walker (1977, pp. 186-187) pointed out that 
people who usually directly or indirectly finance education have power over those studied.  Therefore, 
there could be adverse effects in case study research if the researcher portrays the policy makers’ direct 
interest, for example, using control measures in structured interviews and surveys which could threaten 
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data gathering. There are possibilities that discrepancies can be reveal by both the participants and the 
researcher. 
 
For this particular study, the researcher made every effort to prevent undue influence on the informants.  
During the focus groups, the researcher assumed a participant observer role during discussions.  This was 
to minimise any form of threat on teachers.  Being a policy maker with the national department of 
education, teachers may feel threatened by research about their implementation of national education 
standards.  Furthermore, the researcher is an experienced teacher and has previously conducted research 
on principals’ work.  He has local knowledge about the culture and concerns of schools.  As “an insider”, 
the researcher took this opportunity to probe cultural, behaviour, language and other issues that have to 
be investigated as aspects of education practices.  As a practitioner researcher, the knowledge of policies 
and practices ascribed to teachers by the state, provides an opportunity to corroborate these information 
sources with other sources, thus reduce possibilities of data threats.  
 
Triangulation 
Triangulation involves “confirming or cross-checking the accuracy of data obtained from one source with 
data collected from other, different sources” (LeCompte & Schensul, 1999, p. 131).  Using multiple 
sources can serve as confirmation or corroboration of data.  For this investigation, the researcher 
obtained data from several different data sources.  It was important that information elicited from each 
key informant could be corroborated by others, preferably people with different perspectives on the 
subject (LeCompte & Schensul, 1999).  The use of multiple data sources ensure that other participants 
could provide further clarifications and insights on sensitive issues.  This is because no single perception 
is completely free from all possible validity threats or bias.   
 
This study involved two main groups of informants.  Teachers were the primary source of information.  
School administrators, policy makers, students, board and committee members were the secondary 
source of informants.  Triangulation in this study was enhanced by the employment of multiple data 
collection strategies. These multiple strategies enabled the researcher to constantly reflect on data 
collected and cross checked with other participants. Importantly, triangulation allows a better assessment 
of the generality of the explanations the researcher will be able to develop (Maxwell, 1996). 
 
4.8 Ethical considerations 
The researcher had approval from the Department of Education in Papua New Guinea to carry out the 
research, including work in schools and community.  In addition, Queensland University of Technology 
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ethical requirements were fulfilled prior to data collection.  All data were confidential and protected from 
unauthorised people while in the field and in Brisbane.  At QUT the data was locked in cupboards at the 
research centre.  Identities of the participants of this research were protected.  Out of respect for 
participants and schools in this study, the anonymity of participants and schools was maintained in this 
thesis and subsequent papers.  
 
4.9 Summary  
This research focused on elementary and primary teachers’ perspectives of national education standards 
in Papua New Guinea.  It involved using two cases (schools) as instruments to study stakeholders’ 
perceptions, understandings and implementation of education standards.  The two cases provided the 
context for interrogation of issues concerning education standards policy and implementation using a 
“classroom-first” approach. Hence, an “instrumental case study methodology” was employed.   From a 
policy maker’s point of view, this study serves to provide a thorough understanding of the 
implementation of nationally designed educational policies. 
 
The study adapted constructivism as its epistemology.  Symbolic interactionism which emerges from an 
interpretivist methodology served as its theoretical framework.  Justifications for these stances were 
presented throughout this chapter.  Justifications for the variety of data collection strategies and selection 
of cases and participants have also been defined in this chapter. 
 
This study also adapted ethnographic case study using the two schools as instrument to understand how 
national education standards as an external phenomenon is interpreted and understood at the local level. 
 
An overview of the design of this research is presented in Figure 4. 4.  The next chapter presents the 
findings of this case study. 
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Figure  4.4 
Overview of the Research Design 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Purpose for this research 
• What are the ultimate goals for this study? 
The focus is on the stakeholders’ perceptions, understandings 
and implementation of national education standards. 
• What issues this study would illuminate?  
The cultural and contextual elements influencing performance 
and achievement of education standards 
• What practices this study would influence?  
Classroom practices, school leadership roles when implementing 
education standards in schools 
• Why conduct and care about the results of this study?  
The implications for the current and future policy development 
of national educational standards could lead to improved 
policies on curriculum, school leadership, school governance 
and teacher preparation and certification, improved teaching and 
learning strategies, and pupils’ achievement of standards 
• Why this study is worth doing?  
The is a need for teachers to know and can use types of 
education standards in schools 
Conceptual context 
• The use of contemporary literature related to education 
processes/social and economic factors 
• Inferences to learning perspectives in respect to teaching 
and learning, constructivism, social constructionism, 
symbolic interactionism and case study methodology 
chosen for this research 
• Conceptual literature on the National goals, standards 
perspectives, contextual elements influencing teaching and 
learning, how knowledge is constructed within the context, 
culture and activities of schools and community. 
• Major themes: Goals and objectives; Input; Process; and 
Outcomes/Outputs 
• Minor themes: Context and history; Parents and 
community support; Leadership, management and 
decision Making; Facilities and Curriculum Resources; 
Teacher issues; Student Enrolment; and Class Size; 
curriculum, teaching and practice; teacher knowledge; 
language of instruction; Teacher professionalism; 
inspection; and students’ opportunity to learn; student 
competencies; assessment and examinations; student 
behaviour/discipline; Restoration of local knowledge of 
Traditions and values 
• Use of practitioner researcher’s knowledge and experience 
• PNG documents justifying no research done in this area.
Main research questions and sub-questions 
• How do teachers in the urban and rural schools in Papua New Guinea perceive the national standards and their implications 
for future policy making? 
• What factors do teachers believe influence their interpretation of national standards? 
• How do local stakeholders in the urban and rural areas perceive teachers’ interpretation of national standards? 
 
(See appendix 4 for other research questions) 
Data gathering strategies 
Researcher 
Researcher is the main instrument 
Case study of two schools 
• Story telling, in-depth interviews and/ focus groups with teachers, 
administrators and community board members, parents. 
• Observations and field notes of classroom practice, and professional 
development sessions. 
• Collection of school documents (plans, curriculum) including school records. 
• Use of digital camera and Audio-recordings of some lessons/interviews. 
Documents/records/physical artefacts 
• Samples of students’ academic work  
• Teachers’ workbooks, and planning and programming for each term 
• Records – things that go back in time that may provide useful information 
• Letters, policy statements, regulations, guidelines 
Data Analysis 
• Daily coding of data  
• Translating of data from story telling and interviews/focus groups 
• Grouping of main and sub categories of data 
• Final analyse of data in Brisbane. 
Validity and related 
issues 
 
• Practitioner-researcher knowledge 
as an insider in this study 
• Field visit to gather the data 
• Multi-methods for data, collection 
as evidence that would help to 
triangulate in this type of research 
to verify data. 
•  Use of gatekeepers and informants 
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CHAPTER FIVE 
PRESENTATION OF RESEARCH FINDINGS 
5.0 Introduction 
The purpose of this study is to explore stakeholders’ perceptions and understanding of the education 
standards used in elementary and primary schools.  Chapters 2 and 3 discussed the practice, research and 
theory underlying the investigation into the education standards issues as practised in Papua New Guinea 
schools.  Evidence has increasingly been found that the education standards policy has not been 
achieving its aims (UNDP/ILO, 1993).  Kenehe (1981) depicted weaknesses related to educational 
standards.  The Department of Education (2000b) further revealed current weaknesses in teaching 
practices and curriculum implementation.  The mismatch between political ambitions and provincial 
administrative capacity was pointed out by McNamara (1983).  He argued that this mismatch is generated 
by incompetent managers in supervisory and coaching roles, thus undermining teachers’ professional 
input to curriculum processes.  In short, teachers have not personally felt responsibility for educational 
outcomes.  
 
This “classroom-first approach” study focuses on the National standards - local implementation.  Two schools 
are used as “instrumental case studies” through which to view education standards.  Instrumental case 
study “seeks both what is common and what is particular about the case, but the end result regularly 
portrays something of the uncommon (Stake, 2000, p. 439).  Judgmental sampling, as identified by 
Fetterman (1998), assisted in selection of the two schools which participated in this study. 
5.1 Overview of the Chapter  
 
The chapter is organised into two sections.  The first section contains a presentation of findings from the 
rural school, and the second section contains findings from the urban schools.   This includes an analysis 
of teachers’ perceptions of education standards presented within the context of their schools, their 
communities and Ministry guidelines.  Throughout this chapter, codes are introduced (see sections 5.3 & 
5.4), not only to represent the themes but also to serve as reference points for the reader to relate to the 
interconnectedness of the issues as they are developed. 
 
Adhering to the standards perspective, this chapter is guided by inputs, processes, and outputs of 
schooling by using the following structure. 
Input: 
• Setting and Context 
• School History 
• Parents and Community 
 100
• Decision Making  
• Leadership and Management 
• Facilities and Curriculum Resources 
• Student Enrolment 
• Teacher Factors 
Process: 
• Curriculum, Teaching and Practices 
• Teacher Knowledge 
• Language of Instruction 
• Teacher Professionalism 
• Inspections 
• Students’ Opportunities to Learn 
Output/Outcomes  
• Student Competencies 
• Assessment and Examinations 
• Student Behaviour/Discipline 
• Restoration of Local Knowledge of Traditions and Values. 
 
5.2 Research Participants 
 
The researcher initially anticipated involving 104 participants in the study.  However, during the study, 
opportunities became available to increase the number of participants in the interviews, story telling, 
focus group discussions and observations as illustrated in Table 5.2.1.  A total of 595 participants 
provided the data for this study. 
 
It should be acknowledged that the increase of participant numbers surprised the researcher.  Two 
possible explanations are relevant.  First, the high level of interest exhibited by stakeholders (students, 
parents, teachers, policy makers) demonstrated a concern for educational standards in elementary and 
primary schools.  Earlier communication, through informational packages and consent forms (see 
Appendix 3) as requirements of ethical clearance by QUT, briefed the intended participants of the nature 
of study.  Unknown to the researcher, preliminary discussions occurred amongst the different 
stakeholders, creating further interest about standards and general educational processes.  Consequently, 
many more participants than anticipated, attended the focus group discussions and storytelling sessions 
out of their interest in education. 
 
Second, the increased participant numbers also demonstrated the appropriateness of case study for this 
research.  The employment of strategies such as focus group discussions and storytelling are culturally 
appropriate for the Papua New Guinea context.  Storytelling, in societies with a strong oral tradition, is a 
powerful medium for transmitting societal knowledge, values and practices.  Within this context, time is 
not important.  The nature of the topic under discussion determines the length of time.   
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Preliminary discussions allowed increased community participation, while simultaneously generated a 
situation in which a consensus could be reached.  This involved negotiations between the researcher and 
the participants regarding workshop sessions.  These sessions focused on educational topics such as 
multi-grades, time management, assessment and outcomes, and teacher job descriptions.  Policy 
directions such as national goals and objectives, language policy and other educational reform agendas 
were also discussed.  This is consistent with the concept of reciprocity, an important concept which 
guided previous research conducted by educational researchers in Papua New Guinea (Kulwaum, 1995; 
McLaughlin, 2002).  Reciprocity is a value concept in Melanesian society, a concept which should be 
acknowledged by “outsider” researchers.  Table 5.2.1 illustrated the variety of participants in this study.  
Table 5.2.1 Research Participants 
 
Groups Methods Actual 
 Observation Story 
telling 
Interview Focus 
group 
Questionnaire Total 
Teachers  16 13 24 4 (57) 16 126 
Head teachers  2 2 2 3 (12)  18 
Elementary 
trainers  
 3 2 1 (3)  8 
Inspectors    2 1 (22)  24 
Policy makers  8 6 1 (26) 8 48 
Board 
members 
 2 4   6 
Parents and 
community 
members 
2 (76) 5 13 2(23) 8 125 
Students  10 (165) 10 16 2 (14)  205 
Others (in-
service 
training) 
 1 5 5 (29)  35 
Total  38 (259) 44 74 19 
(186) 
32 595 
 
The above table contains the number of participants and some of the data-gathering strategies.  For 
instance, 16 teachers gave their consent for their classroom teaching observations.  Observations were 
organised with each of the 16 teachers after their workbooks had been sighted.  Classroom teaching 
observation strategy helped in understanding content and curriculum standards for each learning areas 
teachers had pre-planned and what they taught at the time of observation.  Observation of teaching 
helped to confirm that teachers were not teaching their pre-planned lessons.  The use of story-telling 
strategy with the 44 participants helped the researcher in establishing that factors that influenced teachers’ 
understanding and interpretation of education standards.  The use of 19 focus groups helped to 
understand what teachers and other stakeholders know and do at their level.  Moreover, group 
discussions assisted in understanding the factors that influenced stakeholders’ understanding of topics 
that were discussed.  Questionnaire was used for specific issues identified by participants during story 
telling, interviews, and focus groups.  Questionnaire strategy helped established the level of awareness 
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and understanding of concepts such as teacher standards and teaching standards respondents in this 
study were regularly using.  
5.3.0 Findings of a Rural School: Case Study 1 
The section contains the findings of the rural school, which is case study 1. 
 
5.3.1 Levels of Input   
Setting and context 
 
Soniliu school site is five hours walk from Lorengau township, the provincial administrative centre of 
Manus Province.  Manus is two hours by plane from Port Moresby.  Soniliu is one of the seven Nali 
ethnic group villages with a total population of approximately 1000 people that form part of the wider 
Manus society (Minol, 2000).  The people of Manus are culturally diverse with many small ethnic groups 
who speak 30 vernacular languages in addition to Tok Pisin, Motu, and English.  These small ethnic 
groups live in over a dozen large inhabited islands, which make up a total population of over 43,000 
people, most of whom are young adults (Minol, 2000).  Many primary and secondary school graduates 
return to live in their villages.  This is because of the lack of opportunities for them to pursue further 
education or find paid employment. 
 
It is argued in this thesis that contextual factors have significant influences on the education process.  
The school location also affects curriculum resource distribution. Much of this is based on poor 
communication, road and transport systems.  Telephone systems do not exist in this rural area.  
Therefore, assistance from provincial authorities can only be negotiated by a nominated teacher or 
principal physically leaving the school. Some participants articulated that the location prevents 
government officers at Lorengau from helping teachers and board members (VEL, p. 38).  The location 
also affects teachers’ welfare, with teacher absences sometimes causing pupils to miss classes (MP5, p. 
113). 
 
The distance of this rural school from Lorengau township makes it cumbersome for school inspectors to 
provide supervision and inspection of teachers.  It was noted that lack of supervision by government 
authorities has encouraged the teaching staff to intuitively make decisions based on what they believe is 
appropriate. Consequently, the number of annual teaching days and teaching load per subject for 
curriculum coverage are often not met by teachers. 
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School history 
 
The school was established in 1960 as one of the first rural schools in Manus province, and has provided 
nearly 43 years of primary education.  Most of the young adults also live the province have completed 
either primary or secondary education.  Some of the villagers have worked in the PNG public service as 
counsellors, health extension officers or as church workers.  As school graduates, many of these villagers 
are willing to participate in the activities of this rural school.  
 
The above comments reiterate the value of formal education, its connections with local traditions, and 
the appropriateness of learning activities.  While formal education may be preparing children to be literate 
and self-reliant in tune with government expectations, schoolteachers are being judged by the 
expectations of community elders and informed graduates. Cultural knowledge and traditional values 
inform this stance, a point which will be further discussed under the heading “restoration of knowledge”. 
 
Parents and community 
 
Analyses of participants’ comments indicate this school organization’s long-term goal depended on 
sustaining well established working relationships in this community.  Parents and community members 
were interested in the school curriculum and wish to participate in teaching and learning.   
 
An important part of school organization was the strong viable linkages with parents and community.  
This had significant influence on teaching and learning in schools.  Community relationships contributed 
to students’ performance and achievement levels.  The relationship between school and community 
depends on effective communication between school leadership, parents and the wider society. 
Leadership, Management and Decision Making  
Good leadership and management of the school were identified as important factors to achieve the 
school’s educational purpose.  It is a common perception that good leadership ‘was weak within the 
school context’ (CT6, p. 57).  The acting principal admitted that certain leadership and management 
functions the principal performed were done through a ‘trial and error approach’ (MTH3, p. 130).  
Parents commented: 
…the school principal has been suspending classes by sending children home with no written 
explanation from school except our children say there is no teacher.  Normally on Thursdays and 
Fridays students are sent home particularly if it is teachers’ pay week and this may extend to 
Mondays and Tuesdays.  Also, this situation is experienced when there is a death in the village 
children are sent home for two to three days (Parent Focus Group #2, p. 124). 
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It can be argued that the principal’s leadership and management of this school leave much to be desired.  
As depicted above, the current practice of school suspensions, the lack of professional leadership (e.g. 
guidance for curriculum decision making), and poor collaboration with the community through the 
School Board of Management (BOM) illustrated that school leadership seemed to play a key role in 
shaping certain types of inappropriate educational processes in this rural setting. 
 
The school BOM is a legislated decision making body at the school level.  This study found that the 
board had only one meeting for the whole year in February in 2002 to discuss the government’s school 
subsidy.  Analyses of the participants’ comments and school documents indicate very few meetings have 
been held in the last two years.  According to the BOM chairperson, the board could not perform its job 
because the principal had been continually absent from the school.  Teachers and community elders 
expressed concerns about this practice which affected relationships with the BOM (TBC, p. 101). 
…BOM do not know what is required…. school principal as the executive officer has the 
obligation to work with the BOM to inform them about curriculum issues and the importance of 
materials with regards to teaching and learning (CT6, p. 58).  
 
It can be concluded that the principal and the BOM were not cooperatively working and making school-
level decisions.  There was a level of ignorance about the Provincial Education Board’s (PEB) function, 
for example, in suspending classes.  Yet the irregularity of BOM meetings has implications for 
accountability of school funding from both government subsidies and community contributions. 
 
Facilities and Curriculum Resources 
 
Classrooms and facilities include learning and display space, library and other facilities that are essential 
for teachers and student to use in the pursuit of educational standards.  This school has sufficient 
classroom space to accommodate only six classes. While there is demand for more classroom and 
learning facilities, the possibility of this occurring relies heavily on community support (KBC, p. 100).  
Community groups and teachers indicated that there are no basic technology, science or library rooms.  
Analysis of the upper primary curriculum indicates a double classroom was needed to teach basic 
technology content areas.  Apart from the chalkboard, pupils’ desks and basic stationary, there are no 
modern /electrical teaching and learning pieces of equipment or facilities. 
 
Curriculum resources include curriculum syllabuses, subject textbooks, maps, charts, and students’ texts 
for teachers and students.  Many textbooks were published between 1978 and 1989.  The school had only 
two copies of the grades 1 to 6 syllabuses for Science and Community Life, published in 1989.  These 
curriculum documents had missing pages and were covered in dust. The limited number of copies of 
Health, Mathematics, Agriculture, and Science materials published between 1990 and 2002 for elementary 
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and primary classes had not been used.  Similarly, recently published upper primary texts including 
Commerce for Melanesia, Home Economics for Melanesia, the PNG Dictionary, and Melanesian and 
Pacific series Basic Technology texts were untouched.  AusAID supplied the elementary kits.  However, 
there were no texts to support the new syllabuses for lower primary (elementary preparatory to grade 5) 
or for upper primary grades from grade 6 to grade 8.   
 
Teachers discussed their unfamiliarity with curriculum texts.  These included subject syllabuses, teachers’ 
guides and notes, teachers’ resource books and other recently published textbooks.  Teachers were even 
confused by the different presentation and formatting conventions of these texts, ‘not sure about the 
purpose and the reasons these texts are called by different names’ (PT5, p. 24).  For instance, the lower 
primary syllabuses used different styles of font for headings, book cover colour, and artwork.  Further, 
the presentation of contents uses different styles.  These teachers commented on issues of translations of 
contents (MTH3, p. 132).  There was an admission of unfamiliarity with grades 5-8 curriculum, and 
strong dissatisfaction of the availability of resources (KT6, p. 135). 
 
Facilities and curriculum resource inputs in this school are part of the teaching and learning environment.  
Observations reveal that the current facilities such as classrooms, pupils’ desks and chalkboard have been 
adequately provided.  There are contradictions between the lists of curriculum material obtained from the 
school’s office and the education manager’s perspective.  This study found new curriculum materials 
earmarked for this school had been redistributed to unplanned schools. 
 
Further, examinations of teachers’ curriculum materials revealed some serious issues with policy and 
planning with reference to educational reforms. There appear to be inconsistencies between National 
Department of Education (NDOE) and provincial education managers.  The Manus education manager 
and elementary trainers commented: 
…elementary material supplies are less than the demand, therefore we give priority to new 
schools…data of the province is not consistent with the education plan in the province, 
therefore the province does not maintain a correct record to submit to [NDOE] Waigani…the 
education manager is directing trainers to go beyond their establishment quota each 
year…planning in the province is not consistent.  When they [NDOE] say 10 schools, this 
province goes beyond (Elementary Trainers Focus Group, p. 233). 
 
…there is a question on the way of distribution at the provincial headquarters after receiving 
from NDOE…the province has not done awareness about implications of reform policies in 
elementary and primary as from 1997 and they [NDOE] have not come to us…. NDOE has not 
provided any guideline [to inform us] that where funding is difficult, [provinces have to find] 
better mechanisms that may be needed [to explain how] elementary schools cannot be fully 
established (PMR, p. 239). 
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The above insights confirm a lack of clear communication regarding planning and policy directions 
between NDOE and the provincial division of education.  While funding is provided by the central 
government, there is a mismatch between national and provincial education plans.  Much of this is 
connected to the demands of educational services in specific contexts, and the type of leadership required 
to match policy direction and financial capacity.   
Student enrolment 
Past school records showed that the elementary enrolment varied according to the number of eligible 
children.  There was no intake for elementary, grade 4 and 8 in 2002.  Enrolment is biennial or triennial.  
These enrolment patterns affect school-aged children from the feeder villages, teacher appointments and 
multi-grading.  First, students need to wait until there are enough students to warrant a teacher’s 
appointment.  Second, the ‘Student transfer policy’ to enrol students in another village school is 
inappropriate because of ethnic group differences.  Personal security for young children and specifically 
girls walking long distance compounds the problem.  
 
Some teachers noted that the transfer policy would not work between rural schools. Approval by the 
provincial education board for multi-grade classes is interdependent on provincial education plans and 
funding to pay multi-grade teachers.  In addition, teacher remuneration and employment conditions 
indicate that teachers who are appointed to teach multi-grade classes have to be paid for their ‘special 
skills’.  It could be argued that multi-grade expertise should be an aspect of teacher preparation and 
certification within teacher education programme, rather than tied to ‘special skills’ and remuneration 
package. 
Teachers 
In Papua New Guinea, teacher qualification and professional experience are essential ingredients to 
produce effective teaching and learning (Teacher Focus Group # 3, p. 85).  Teachers reiterated that they 
need knowledge and skills to teach content of learning areas because primary teachers teach all subjects, 
and have no subject specialisation (Teacher Focus Group, # 3).  Five teachers in this school were year 10 
graduates with two years’ Certificate in Primary Teaching.  Three had grade 12 qualifications with three 
years’ Diploma in Primary Teaching.  The school principal has a Certificate in Primary Teaching and 16 
years teaching experience. Recent graduates with diploma qualifications are appointed to teach upper 
primary grades.  There is a strong desire for teachers to pursue further education, however, opportunities 
are restricted.   
I am an example of a number of Manus primary teachers who have been applying year after year 
to upgrade our content knowledge but there is too much “wantok system” [favouring your own 
ethnic members and teacher friends] (MTH3, p. 130). 
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Other teacher issues were observed at this school.  For instance, there were eight teachers and eighty-four 
students providing a ratio of 11 pupils to 1 teacher.  There were concerns about teaching appointments 
particularly of new graduates in the second and third term of the school year by the provincial education 
authorities (TT7, p. 33).  New graduates at this school were unaware of previously taught lessons in the 
subject learning areas offered at specific grade levels.  It became cumbersome for new teachers to 
determine realistically level of proficiency in the learning areas pupils have reached before teaching 
content areas (TT7, p. 33).  
 
This study found that teachers have limited involvement in decision making on curriculum planning and 
implementation, leadership, management and their supervision (Teacher Focus Group #1, pp. 11-12).  
From the group discussions it appeared that teachers had limited professional input on the decision-
making process at this school.  Furthermore, teacher leadership abilities were not encouraged as these 
participants explained “we can experiment our own ideas if the principal and inspector agree” (Teacher 
Focus Group #1, 18).  At this school there were insufficient activities involving the use of teacher 
expertise such as in classroom research or using new teaching strategies, therefore it was difficult to 
distinguish the difference in the abilities between the two or three year trained teachers.  Teachers were 
performing to their teaching tasks as defined in their job description (see part 4 in appendix 6).  
Education qualifications did not seem to make any difference at this school, although there was great 
potential at this school for teachers to get together to understand each other’s strengths.  Other 
weaknesses also existed.  For instance, teachers were ignorant about their job descriptions.  A school-
based in-service session planned at time of this study discussed teacher job descriptions.  This study 
found that teachers from five surrounding schools also demonstrated a lack of understanding and 
familiarity of their job descriptions (teacher duty statements).  There appeared to be no connection 
between teachers’ duty statements and teaching performance.  Yet, teachers were eager to follow 
externally imposed procedures.  These participants concurred: 
We have not sighted job descriptions or teacher duty statements for elementary and primary 
teachers…but we know that some of us have been inspected where the teacher personal report 
written for teacher promotion includes planning and preparation, administrative duties, teaching 
effectiveness, professional development, extra curricula and relationship…we have to work 
within these areas inspectors will assess (Teacher Focus Group #4, p. 225). 
 
Teachers noted their unfamiliarity with existing policies such as those relating to higher duty and 
multigrade allowance.  This suggests that external imposed hierarchical practices such as inspections for 
registration and promotion force teachers to seriously comply with Ministerial expectations.  Indeed, 
there is evidence that teachers lack knowledge of such procedures and practices as illustrated below. 
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…are the teachers’ report and inspections’ report related to duty statement?  We want to know 
why elementary teachers are being paid while they are still undergoing training unlike primary 
teachers…how higher duty allowances are calculated and paid, where and when to get the forms, 
and how and when multigrade allowance would be paid (Teacher Focus Groups # 2,  p. 224). 
 
The above two situations have policy implications for NDOE and the Teaching Service Commission 
(TSC).  Teachers are not sure about their prescribed job descriptions.  They seem to perform 
professionally by guessing the criteria required by external mechanisms set for registration and 
promotion, and higher remuneration rates. 
 
The issue surrounding teacher commitment in a number of areas such as imparting of knowledge and 
skills to pupils, taking strong interest in the pupils’ learning goals, and improving relationships with the 
community appeared to influence teachers’ work.  For instance, teachers sometimes do not teach pre-
planned lessons and do not reteach these lessons.  Remedial lessons for weaker pupils are not planned.  
Not all pupils’ term reports are forwarded to parents and discussed.   
 
Also, teachers’ commitment, dedication and daily attendance are also influenced by their ethnicity and 
gender.  Female teachers complimented the support from the community, particularly for their personal 
security as this is not often experienced in other parts of the country (Teacher Focus Group #1, p. 17). 
 
However, when teachers come from other ethnic groups within Manus, this tends to exclude them from 
the Nali ethnic group, thus contributing to their perceived lack of commitment and interest.  Their own 
ethnicity and personal interests prevent them from making any serious commitment to this school (VEL, 
p. 40). 
 
Teachers’ professional behaviour and attitude at Soniliu Primary revealed four teacher themes.  First, 
teachers work in isolation.  Second, teachers have strong views about how policies, procedures and 
practices could be approached. However, there was no evidence of alternatives being trialled in this 
school.  Third, teachers attempt to comply with procedures and practices to satisfy external requirements.  
This study found no real motivation by teachers to make personal or professional commitment to help 
improve pupils’ learning because teachers’ actions were influenced by limited resources, working 
conditions, and lack of clear focus.  Fourth, there was little documentary evidence of group decisions to 
implement curriculum and other standardised procedures.   
 
This section presented inputs of the rural school.  The next section will present findings of educational 
processes of this rural school.   
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5.3.2 Processes in the Rural School 
 
The school processes identified in this study are connected with inputs described earlier.  The following 
factors listed below form the basis of the findings on educational processes: 
•  Curriculum, Teaching Methods and Practice;   
• Teacher knowledge; 
• Teacher time; 
• Language of Instruction; 
• Teacher Behaviour & Attitude; 
• Teacher Professionalism; 
• Inspections; and 
• Students’ Opportunity to Learn. 
Curriculum, Teaching Methods and Practice 
Curriculum as a process involves teachers’ responsibility for curriculum decision making.  Curriculum 
decision making processes include a consideration of internal and external factors such as numbers and 
types of subjects and time allocation which influenced by government’s policies, practices and 
requirements.   The National Curriculum Statement (NDOE, 2002a) lists seven subjects for elementary 
and primary curriculum.  
 
Daily class timetables indicate that teachers are making an effort to work within the prescribed time.  
However, Soniliu school teachers are not strictly adhering to their daily and weekly timetables.  This study 
found teachers struggle with concepts prescribed in the subject learning areas.  Lesson observations 
revealed all teachers struggle with subject concepts.  It could be argued that teachers’ limited knowledge 
of subject concepts contributed to the lack of clarity in their focus when they developed their lesson 
plans.  Also, teachers’ limited knowledge contributed to teachers’ duplication of objectives and lesson 
activities because they were familiar with teaching specific content areas.  Consequently, this study found 
the prescribed learning areas and the time allocation for each subject (see part 1 in appendix 6) by 
NDOE were not all covered by teachers.  It could be argued that pupils would have not learned 
knowledge and skills prescribed in each subject because teachers have not taught these content areas. 
 
Teachers admitted they should take full responsibility for student learning experience, evaluation and 
experimentation with new ideas.  However, they believed the variety of subjects and time restricts their 
“individual ambition to give pupils equal opportunity to master skills properly in the classrooms” 
(Teacher Focus Group #1, p. 152).  Further, teachers asserted that teaching activities are so ‘mechanistic’ 
making it hard to determine what is worthwhile for children’s learning (Focus Group #3, p. 154).  
Teachers indicated that the time allocated is too short for subjects like Talking, Writing, Speaking, and 
Spelling (PT5, p. 76).  Observations of these three lessons confirmed the above.   
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Skipping lessons is common.  Often intended objectives are not achieved because of the unavailability of 
resources (KET2, p. 85).  Consequently, the number and type of subjects, time and the lack of resources 
influence teachers’ responsibilities for curriculum decision making such as planning and programming, 
selection of teaching methods, and students’ opportunity to learn. 
 
This study found curriculum difficulties at Soniliu may be attributed to a number of factors.  First, 
teachers are handicapped by their own inability to read and interpret the contents of basic curriculum 
documents.  Levels of familiarity with the subject content and curriculum decisions were insufficient for 
teaching and learning.  Teachers are not involved in regular evaluations of either subject content or their 
teaching methods.  Teachers acknowledged that the ‘concept of “experimenting with good ideas to suit 
our particular situations would be a good initiative” (Teacher Focus Group #1, p. 14).  Second, the level 
of subject understanding and professional experience were also limiting factors. 
 
Planning and programming is significant to the curriculum process.  However, planning and 
programming of individual subjects prescribed by the national department cannot realistically 
accommodate local needs.  The reason is associated with current legislation.  There are no existing 
regulations or policies defining the percentage of time allocated for national curriculum subjects and 
those which specifically cater for provincial and local level coverage.  Hence, provincial and local level 
authorities can determine essential learning areas in the school curriculum.  It can be argued that a 
redefinition of regulations such as clearly determining a 60-70% national and 30-40% provincial / local 
level time allocation could contribute towards fulfilling the “dual education pathways”.  Yet, the success 
of the above policy is dependent on the individual teachers’ capabilities in understanding and 
implementing effective teaching strategies.  
 
The Programming Guide for Teachers (NDOE, 1999k) defines yearly programming as an overview of 
teaching and learning activities over the four school terms.  The acting principal had sighted teachers’ 
term plans and programmes in February and March of 2002.  There was an absence of review of these 
plans in September, at the time of this study.  
 
Teachers use two approaches to plan and programme, a directive of the NDOE National Curriculum 
Statement (2002a).  The first is a subject-based approach, and second is the thematic approach.  Subject-
based approaches refer to teachers using syllabuses by selecting the content for each subject and 
organising teaching and learning activities.  Previously, the subject-based approach was used by all 
primary teachers.  Thus, this approach was comfortably being used by primary teachers.  The rationale 
for the newly introduced integrated thematic approach was to allow teachers more responsibility for 
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curriculum decision making.  Teachers are attempting to use this thematic approach (see appendix 3).  
However, observation of lessons suggested that elementary teachers had difficulty in using the thematic 
approach.  Observations of lower primary teachers who tried to comply with NDOE requirements by 
using both approaches are confused, duplicating their efforts in curriculum planning, and ultimately, they 
are not effectively teaching the selected content.  For instance, a teacher commented that “I am not 
familiar with the syllabuses and teachers’ guides to know if my lessons are appropriate for this class level” 
(ST7, p. 33). 
 
Teachers’ plans indicated that they were confused about the new arrangement of learning areas.  It was 
noted that teachers do not discuss curriculum issues (KT6, p. 58).  Another teacher group discussion 
revealed misunderstandings of curriculum planning and design.  An elementary teacher noted: 
…we need to understand why elementary subjects include health, physical education and design 
and technology are grouped under culture and community…perhaps it is about integrating 
subjects but should we be focusing more on specific knowledge, skills and attitudes so that these 
agree with the support materials provided by the education department…to help improve 
students (Teacher Focus group # 3, p. 155)?   
 
The above discussions indicate that teachers require more professional support such as mentoring.  Many 
of these curriculum concerns are associated with time management and interpretation of syllabuses and 
relevant texts.  As asserted by a teacher, they could not discuss these openly without correctly knowing 
what the issues are (Focus Group #2, p. 728).   
 
Three elements are basic to curriculum reform policies.  These include stakeholders’ knowledge of 
reform policies, commitment in the implementation of these policy directives and intentions and 
accountability at the school level.  Many of the above elements can only be achieved by teachers with 
enhanced knowledge of teaching methods and provided with multiple opportunities to explore ways of 
solving curriculum problems.  Teaching practices observed in this study constitute formalistic teaching 
methods, sometimes referred to as “authoritative” and “dictatorial”. Lesson observations noted that both 
new and experienced teachers continue to practice rote methods of instruction.  Teachers admitted that 
rigid teaching strategies and lesson planning and programming are followed closely “because they are 
acceptable to authorities” (Teacher focus group #3, p.156).  Teachers expressed a need for opportunities 
to enhance subject knowledge, skills and subject specialisation.  One confessed that teachers who are 
without knowledge are disadvantaged, “they beat around the bush, are boring, less creative, and skip 
topics” (Focus Group #3, p. 728).  This point of view implies teachers are conscious of alternatives for 
improving current curriculum practices. 
 
Supervision and mentoring opportunities are absent in this school.  Recent graduates experience the 
teaching profession through a “trial and error” approach.  A senior teacher remarked that “new graduates 
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have limited experience and knowledge to construct their teaching.  Teacher appointment is problematic 
where new teachers do not know where to begin, “inconveniencing pupils, particularly upper primary 
who are preparing for external examinations” (CT6, p. 56).  There is a lack of coordination amongst 
teachers, particularly in regard to communication of students’ performances during grade transition. 
 
Teaching styles affect students’ learning enormously. Several factors illustrated this in this study.  First, 
teachers’ lengthy explanations sometimes prevented lesson completion.  Second, teachers spent much of 
the interaction / teaching time writing on the chalkboard while students copied information directly.  
With the ‘chalk and talk’ approach, many students were unable to keep up with the pace.  In order to 
complete activities, lessons extend into the next period.  It can be argued that the lack of advanced 
teacher preparation and reliance on a ‘talk and chalk’ approach can be attributed to the lack of teaching 
time. 
 
Class interruptions are caused by unplanned community events such as deaths, staff meetings and teacher 
absenteeism.  Externally imposed events such as the National Book Week, Education Week, or World 
Environment Day also interrupt schooling processes.  Teachers indicated that there is insufficient time 
for planning (Teacher Focus Group #1, p. 32).  However, it was observed during this study that 
frequently school time ended at 2.00pm, while teachers’ timetables indicated that teaching stopped at 
2.30pm.  There were no remedial lessons offered for pupils nor organised teacher in-service sessions and 
community-based activities, or planning and preparation which were scheduled from 2.30 to 4.00pm.  
Overall, this school does not adhere to national minimum required time. 
Teacher knowledge 
Teachers’ roles in the curriculum process at the school level have been recognised and encouraged as one 
of the key essential areas promoted by the Education Reform policy initiatives (NDOE, 2002b).  This 
recognition has provided some flexibility at the elementary and lower primary to make decisions about 
planning and curriculum development suitable to the school context.  However, past experiences 
continue to shape teachers’ actions, particularly programming and teaching styles.  Reliance on pre-
written lesson plans is very common.   
…curriculum objectives are in the teachers’ guides and teachers’ notes…at times some objectives 
are general…. New grade 7 and 8 curriculum materials do have teaching objectives.  Teachers 
use these to construct their own lessons…teachers are trained to develop their programmes and 
objectives, but in the field teachers find objectives are already written by curriculum developers 
therefore it makes teachers rely more on curriculum texts and materials (CT6, p. 63). 
 
Teachers appear reluctant and seem afraid to take responsibility for determining students’ learning 
outcomes.  Analysis of programmes indicates that they lack the knowledge to appreciate the reason for 
using curriculum texts (see parts 1 & 3 in appendix 6).  A teacher noted: 
 113
…my previous experience in the seven schools I have taught throughout the country, including 
this school indicates that probably teachers are not well trained, therefore there must be 
awareness through in-service programmes conducted in schools to help teachers to understand 
and feel positive to construct their lessons, teach and evaluate their learning outcomes (CT6, p. 
66). 
 
The above comments illustrate teachers’ insufficient knowledge of curriculum subjects and pedagogy.  
Teachers indicated that the absence of some essential texts was affecting teaching and learning 
performance of education standards.  For instance, pupils’ Melanesian and Pacific series booklets, and 
New Zealand school journals could make good reading materials for students of all levels.  Teachers’ 
unfamiliarity with these materials prevented students’ reading development.  Subject contents are not 
comprehensively understood for appropriate curriculum decisions.   
I do not use the syllabus to develop my lesson plans.  I use the topics in the pupils’ texts to 
prepare my lesson plan…. and teachers are not sure whether or not teachers’ guides or teachers’ 
notes support student texts, [whether or not these] were printed (ST7, p. 33). 
 
From these discussions, there appears to be a strong possibility that teachers lack knowledge of 
curriculum content and teaching methods.  There are instances where teachers are not aware of the 
materials availability and how these could be utilised in meaningful ways.  Teachers freely suggested good 
ideas at the time of this study, but collectively, this study found little existence of teachers implementing 
these ideas.  According to these teachers “there had been no meetings about curriculum problems 
associated with teaching and learning activities such as pupils’ assessments” (Teacher Focus Group # 1, 
p. 18).  There is a strong request for teacher collaborative involvement, teachers corroborating on 
curriculum resources and using the information in the planning stages.  Teachers supported the notion of 
a school committee to deal with issues such as responsibility for curriculum decisions, resources, 
supervision, and students’ learning and assessments.  However, the success of such undertaking depends 
very much on teachers’ knowledge of subject contents and pedagogy.  This study found that the lack of 
teachers’ knowledge impacts highly on learning and teachers’ time and professional behaviour. There are 
implications for school leadership, professional supervision and teacher education.   
Teacher time 
This study found teacher time to be an important factor that influenced teachers’ work.   Teacher time 
refers to the amount of time a teacher plans and prepares lesson programmes, instructional periods, 
teaching remedial classes, coaching for examinations and assessments.  Teacher time also involves 
making allowances for unplanned daily events and activities that occur in school.   Teachers were 
teaching to the prescribed subject time allocation per day (see part 1 in appendix 6).  As a result of the 
amount of time available to teachers to accomplish their daily activities, teachers were sometimes unable 
to meet their scheduled activities.  For instance, focus group discussion commented that “teachers do not 
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get sufficient time during school hours to evaluate teaching and learning activities” (Teacher Focus 
Group # 2, p. 54).  Without electricity and lack of study and work rooms in teachers’ houses, after-school 
planning and preparation of lessons for the next day could not be done.  Teachers attempted to mark 
pupils’ work, completed pupils’ term reports, and wrote pupils’ tests items during the day when pupils 
were kept busy copying work on the chalkboard.  This study found teachers had not collectively planned 
and agreed on maximising the amount of time allocated to accomplishing the content of subject learning 
areas allocated for specific grades (Teacher Focus Group #2, p. 54).  Teachers’ welfare contributed to the 
perceived lack of time.  For example, teachers suspended classes using teaching days to attend to 
community events or personal needs, by walking to town to purchase groceries.   Amenities in the 
provincial township are assessable only during working days. 
Language of instruction  
The language of instruction in school helps pupils’ cognitive development and restoration of knowledge 
on values and traditions.  Transitional bilingual education was a component of educational reform in 
1994.  Through transitional bilingual education, the local vernacular is the language of instruction in the 
lower primary (elementary prep to grade 5) while English is the language for teaching subjects in upper 
primary (NDOE, 2002a).  Previously, English was the only language of instruction.  Teachers are aware 
of and attempt to implement this policy in their teaching processes (Parent Focus Group # 3, p. 143). 
 
Transitional bilingual education is an attractive initiative, considering the maintenance of over 800 
languages spoken throughout Papua New Guinea.  In addition, Papua New Guineans use two lingua 
franca in the form of Tok Pisin and Motu.  However, this study found the following scenarios.  The first 
is that teachers are making decisions to teach Tok Pisin instead of Nali vernacular without the BOM’s 
and PEB’s approval.  Second, year 1 and 2 elementary teachers and pupils were using both Tok Pisin and 
Nali vernacular in the classrooms.  This practice is against policy directions.  Furthermore, teachers were 
teaching poorly structured lessons in Tok Pisin.  Third, communication in English only occurs in 
classrooms.  The use of Tok Pisin generates a conflict between English, Tok Pisin and the vernacular.  
Policy initiatives have been developed on the assumption that teachers are competent in the languages of 
instruction.  This is not so.  For instance, this study found ethnic teachers in this school were still assisted 
by elders about vernacular concepts with meanings which could appropriately relate to the concepts in 
Tok Pisin and English languages. 
 
There were five teachers who were non-Nali vernacular speakers.  Transition from Nali vernacular to 
English from primary grade 3 to 8 depends very much on teachers’ knowledge and professional 
experience in both languages.  Tok Pisin also presents serious problems for teachers attempting to 
implement the transitional bilingual education.  The use of Tok Pisin as an informal language of 
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instruction confuses understanding of key learning concepts.  Grades 7 students’ conversations indicate 
that those progressing to grade 8 are not competent in English skills.  Parents lamented that students’ 
English skills are not sufficient to allow them to engage in meaningful learning in secondary schools.  
Students commented: 
I speak English sometimes but I do not often speak English to my fellow students.  In class I 
find it hard to understand subjects taught in English by teachers (DS7, p. 97). 
 
I find it hard to give answers to ideas about the topic on the world and could not write this 
straight away.  I had to think a long time before I give the answer.  But the teacher does not give 
me enough time (SS7, p. 116). 
 
It was noted elementary and primary teachers have a tenuous grasp of the English language to help pupils 
and their teacher colleagues.  This is consistent with the past research (McLaughlin, 1996).  A teacher 
commented that children are not fluent and use ‘broken English’ (KT6, p. 183). 
 
The complexities of issues associated with bilingual education could seriously impact on the children’s 
cognitive development processes.  The issues of language of instruction illustrate the need for better 
teacher selection, recruitment and appointment, appropriate knowledge of curriculum, and 
professionalism. 
Teacher professionalism: Teacher behaviour and attitude 
Teacher behaviour and attitudes contribute to teaching and learning performance and activities.  In this 
context, teacher behaviour and attitude refer to teachers’ self-definition, commitment, knowledge and 
attitudes, staff and community rapport, and compliance with national practices and procedures.   
 
Four salient factors associated with teacher behaviour and attitude seemed to inhibit good coverage of 
the curriculum.  First, teachers’ “own-self-definition” about teaching and learning activities, supervision 
and curriculum seem to shape the behaviour and belief towards their teaching.  Teachers’ views of 
policies, practices and procedures are in dissonance with the national requirements and expectations 
ascribed for schools.  Second, teachers plan and develop teaching activities using standardised guidelines 
and practices such as writing student assessment reports, keep attendance records and procedures to fulfil 
inspections monitoring purposes.  Third, teachers’ own convictions about the purpose of schooling, 
students’ performance and achievement levels conflict with the reality in the classrooms.  However, two 
salient issues associated with how teachers “do their own things” emerged in this area.  On one hand this 
is perceived as a positive aspect of teacher professionalism and could be encouraged.   On the other hand 
it could be argued that confusion, misunderstanding, fear, isolation and disagreement about policies 
create an environment in which teachers are left to decide teaching and learning strategies they felt was 
right for pupils.  The latter could be perceived by the NDOE policy makers that teachers were not 
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complying with the standardised practices in schools.  Fourth, the lack of adequate planning and 
consultation contribute to weak leadership and management of school systems.  
 
Teachers are cooperative and respectful within the school community.  This good relationship is 
exhibited by teachers’ willingness to share morning tea.  This is a Manus custom for offering assistance in 
kind to members of a community.  Though the relevance of this value system may seem insignificant, the 
system has long-term tangible benefits for inviting moral support, and personal commitment to 
individual character building within a community.  This cultural knowledge may have some significance 
to shaping teacher’s work ethics, group cooperativeness and forms a school’s image and culture.  
Authentic leadership (a balance between modern bureaucratic and Manus tradition) is needed for leading 
staff professional behaviour and attitude.  
 
Teacher professional development is an important issue.  All teachers are graduates of the National 
Teacher Education system.  It was noted that opportunities for teachers to upgrade their educational 
qualifications are not available.  School-based in-service is the only avenue for teachers to enhance their 
subject and pedagogical knowledge base.  During the field work, this researcher was invited to moderate 
a couple of in-service workshops (part 5.2 in appendix 6).  
 
During these workshops teachers valued personal involvement.  This opportunity allowed teachers to 
voice their concerns, some relating to daily teaching.  For instance, teachers’ work indicated they had 
spelling and grammar problems, limited knowledge of the broad goals and objectives, very limited 
knowledge of school and curriculum policies and procedures, terms and conditions of employment and 
other relevant issues.   
 
Teachers’ responses through workshops demonstrated that leadership and management also had 
misunderstandings of policy initiatives. Teachers acknowledged the efforts of this researcher in providing 
this opportunity, signalling the importance of ongoing school-based staff development. 
…The in-service conducted was resourceful due to many topics/issues covered…like curriculum 
reform, education policies…were well explained after not knowing of these issues…with the idea 
of schools coming together it provided an opportunity for individual teachers to explore many 
new ideas from each other or from [local] resource persons.  In future, this idea should exist to 
help teachers further develop their profession (Teacher Focus Group #4). 
 
The above suggestion acknowledges that teachers are interested in learning about curriculum issues 
discussed at school-based in-service sessions.  Evaluation of each session identified two essential 
dimensions of teacher professionalism.  First is the invitation for collaborative involvement of teachers 
which ultimately encouraged teamwork.  The second promoted enthusiasm and cooperation amongst 
teaching staff.  The school-based in-service workshop conducted through this study demonstrates that 
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such an initiative is both worthwhile and possible.  Importantly, these sessions to discuss curriculum 
problems were viewed as a positive reflection of the teachers’ attitudes towards sharing and accepting 
multiple ways of curriculum decision making and implementation.  This study argues that effective 
professional teacher development could occur within the context of specific schools. 
Inspections  
 
The inspection system exists to provide professional support to teachers, principals and BOM members.  
Inspectors also play monitoring roles by providing data to provincial and national authorities responsible 
for school functions.  The provincial education manager admitted that inspections have not been done 
due to the lack of funding and school location.  Teachers commented: 
Inspectors have not visited us in 2001 and 2002.  Further we hear that we will have to apply for 
inspections before an inspector can visit us.  However, our three new graduates who have been 
teaching normally would get professional advice and some form of guidance from school 
inspectors, this has not happened, although teachers need to have inspection reports to be 
formally registered (Teacher Focus Group #1, p. 31). 
 
I need help to prepare for my registration but the inspectors have not visited me.  If they do not 
arrive, I will leave for another school, which is accessible to inspectors who can visit me for my 
registration requirement (TT7, p. 36). 
 
Ultimately, there was no professional support from inspectors on teachers’ curriculum planning and 
implementation.  Teachers use their own discretion to determine key learning areas and assessment 
processes.  However, since teachers’ professional advancement depends on this process, the lack of it 
generates frustrations and demoralises teachers. 
Students’ opportunity to learn 
Students’ opportunity to learn refers to the general perception that when individuals are given such an 
opportunity they will learn (Postlethwaite, 1994).  On this basis, the learning opportunity provided by a 
teacher facilitates the acquisition of knowledge, skills and attitudes.  Mastery of knowledge, skills and 
attitudes is dependent upon the learning environment.  As such, school community resources contribute 
significantly to students’ performance.   
 
The situation in this school indicates that elementary pupils are supplied with curriculum materials 
through AusAID projects.  Work generated by elementary pupils is scarce (observations of workbooks).  
Primary students had basic materials such as a 60-page exercise book, purchased by their parents.  
Analysis of students’ activities from their workbooks indicate teachers provide very little feedback (RS5, 
p. 111).  Further, students’ comments indicate they are restricted in copying text book information and 
teachers’ work from the chalkboard, for fear of running out of workbook space (SS7, p. 117).  Little 
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effort is made by teachers to incorporate resources from the community environment and local 
knowledge when planning and structuring teaching and learning activities.  Such an effort in the future by 
teachers would include cultural knowledge and traditions as learning areas could lead to long term 
restoration of local traditions and values (PP6, p. 106). 
 
Teachers agreed that pupils need to learn about village knowledge, skills and attitudes (CT6, p. 19).  They 
concurred that learning is easier when pupils can relate to factual and environmental artefacts (MTH3, p. 
18).  This ensures an appreciation of the realities of their living contexts.  Establishing relevance to village 
life helps increase pupils’ motivation and desire to learn (KET2, p.19).  Teachers consistently claim that 
they work in partnership with the community, and acknowledge community expectations and national 
policy directions (Teacher Focus Group #1, p. 17).  However, classroom observations, examinations of 
workbooks and the researchers’ analysis of teacher interviews contradict this view.  Parents and 
community perceptions are that teachers are not working in this way (Parents Focus Group # 2).  Yet 
students expressed an interest in learning about village values, culture and practical skills (CS7, p. 95).  
 
Students’ perceptions about their own learning are also important to this study.  Some of these comments 
were concerned with the teaching approaches.  They acknowledge teachers’ “chalk and talk approach”.  
Other comments specify pupils’ preferred learning styles and note the timing concern.  
Teachers always begin by writing questions on the board then I had to write the 
answers…sometimes we go through the exercises which the teacher written on the board then 
fill in the right answer provided for us on the blackboard…some exercises in the text books have 
answers at the back of the books so after competing the exercises to copy the answers from the 
back of the texts books for example maths (CS7, p. 95) 
 
Reading is restricted because students are prevented from taking books home for individual reading.  
Marking students’ work is not regular (PP7, p. 119).   
 
Process Summary 
This study found students’ opportunities to learn are handicapped by a number of factors including 
teachers’ knowledge and unfamiliarity of curriculum.  The research revealed teachers’ lack of reading 
proficiency, skilful integration of curriculum and policy texts.  Teachers have very little research skills to 
conduct school-based research on curriculum problems, teaching and learning styles, and from references 
available at the school. Teaching styles still follow a rigid structure, and there appears to be a strong 
reliance on prescribed curriculum documents.  Time allocated to curriculum coverage for each subject 
was not adhered to.  This study found that much time is wasted due to interruptions and the teachers’ 
attitudes to their profession. 
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Importantly, teachers’ performance is highly influenced by external factors.  There appears to be a lack of 
direct support from the head of school, provincial and national authorities.  The focus of this study on 
educational processes in a rural context reveals that national policy initiatives are often not congruent 
with the realities of schooling practices.  Hence, these inconsistencies have implications for educational 
outcomes/outputs which are discussed in the next section.  
 
5.3.3 Outcomes/Outputs in the Rural School 
The findings from input and processes of the rural school provided clarification on the tangible and 
intangible opportunities for pupils’ learning, and some understanding of stakeholders’ expectations of 
educational achievement.  The use of the word “outcomes” in this study broadly refers to the elements 
connected with cognitive achievement of elementary and primary pupils.  These include achievements in 
subject content, skills in communication, group cooperation, interests, attitudes, as measured by 
assessments and examinations.  Output as defined in this research includes the number of pupils 
progressing to secondary school after successfully passing the primary national external examination.  
This contains a quantitative measurement of the percentage of pupils selected or not selected for 
secondary school.  Parents have various expectations of pupils having appropriate knowledge of subject 
content.  For instance, community stakeholders expressed that “there is always great expectation for 
many pupils who graduate at grade 8 level to have reached the educational achievement standard in the 
learning areas.  However, it seems that, many pupils have not learned much and have returned home to 
their parents” (Parent Focus Group # 7, p. 169).  There is also a high level of local expectation for 
standards that blend local knowledge of cultural traditions and values to be taught. 
 
Observations revealed the physical school environment (classroom space, chalkboard and desks) is suited 
for teaching and learning.  However, teachers’ own inability to blend content knowledge with identified 
appropriate opportunities for pupil learning seemed to be a primary problem.  Therefore, expectations of 
educational achievement standards and the fulfilment of these would not be reached unless teachers’ 
competencies are raised.  A teacher reflected: 
I need to know more about what is specified in the curriculum.  I have not sighted knowledge, 
skills and attitudes and how to follow them.  For instance, this may include a knowledge of what 
and how to reach these outcomes such as skills and attitudes…I feel teachers need to be a given 
teachers guide or activity book to help teachers to do their jobs (KET2, p. 138). 
 
As depicted above, learning outcomes are more likely to be achieved when teachers clearly understand 
the kinds and levels of knowledge or skill pupils should learn.  How well pupils are expected to learn 
knowledge and skills (Thomas, 1994; Foriska, 1998) also depends on teachers’ abilities to plan, coach and 
provide multiple opportunities within the learning processes.  The situation at the school indicated that 
teachers’ had minimal professional input in the curriculum process.  One particular aspect of this is that 
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specifications of content standards (syllabuses) were written by curriculum officers.  In other words, 
decisions for selection of content knowledge and skills are predetermined for teachers.  Consequently, the 
following dilemmas arose.  Firstly, observations of teachers revealed a lack of interest and enthusiasm in 
reading curriculum guides, thus “are teaching their own thing” (ST7, p. 15).  According to a discussion 
group “some teachers have limited language skills and content knowledge of subjects which handicapped 
them to take interest in reading detailed official subject curriculum text (Teacher Focus Group # 1, p. 
17).  Also, the approach of teachers’ self-definition of classroom practice affects learning outcomes as 
stated in the following manner: “Sometimes we go forward and backward, it’s cowboy style” (Teacher 
Focus Group #6, p. 299).  
 
Secondly, teachers had no specific plans or guidelines defining desired student achievements. Teachers’ 
and students’ workbooks do not show any specification of how pupils’ achievements will be assessed.  
An examination of the pupils’ workbooks revealed that there was an absence of positive feedback or 
constructive comments on incorrect answers given by pupils.  This prevented pupils from engaging with 
any form of understanding why their answers were incorrect and limiting pupils’ opportunities to explore 
other strategies to solve a specific problem.  The lack of teacher knowledge and pupils’ expected 
performance and achievement will continue to receive public criticisms.  According to these teacher 
participants; 
Teachers have no knowledge of what standards exists…students’ achievement and performance 
may not be achieved…government develops policies, curriculum, but the expectation of the 
department for teachers to fulfil students’ achievement and performance well, will not be met 
(Teacher Focus Group #1, p. 61). 
 
This study found the curriculum resources, teachers’ competencies and school’s cultural factors inhibited 
pupils’ opportunity to learn.  Some of these included resources, teacher commitment, content knowledge, 
teaching styles and ‘school time’ (number of days planned for yearly curriculum coverage).  Indeed, 
educational achievement standards in the elementary and primary classes are determined by the school’s 
context and activities.  This study found that outcome and output factors (according to earlier 
definitions) seemed insignificant.   Instead, factors such as teacher behaviour and attitude, student 
discipline, assessments and examinations, and restoration of knowledge influence teaching and learning 
and the overall school achievements.  
 
Student discipline, behaviour and attitude 
 
Analysis of teachers’, board members’ and parents’ comments about discipline problems presented two 
different points of views.  First, some participants connected school student discipline problems with the 
inappropriateness of the government’s policy preventing teachers from punishing children, thus 
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encouraging students to develop bad habits, poor attitude and lack of respect.  These participants 
believed that children are not involved in serious discipline problems such as drugs, absenteeism, damage 
of school property, bullying or harassment to their fellow students, but nevertheless they believe that 
teachers need to teach pupils about the consequences of bad behaviour and how bad behaviour affects 
learning.  Village elders believe teachers should use traditional forms of discipline, such as using corporal 
punishment when children show signs of disrespect and break school rules.  According to these 
participants comments: 
…teachers can help to shape children’s behaviour because they have experienced similar 
students’ discipline problems around the country…therefore if parents are not providing their 
children sufficient guidance and any child who misbehave, teachers should punish them.  Part of 
the discipline amongst young children originates from young immature couples who get married 
early and do not have enough maturity themselves to give advice to their children (Parent focus 
group #2, p. 43).   
 
From the above comment and others like this that were offered by participants, it can be concluded that 
student behaviour is a serious concern for community stakeholders.  Interestingly, these stakeholders 
acknowledge the school’s input into shaping the pupils’ future.  However, their experiences of the 
educational process convinces them that success with formal education should not be the entire focus of 
primary education.  Appropriate student behaviour appears to be an expectation of the local community.  
This is made in comparison with other contexts and the impact of modernisation on a rural community.  
However, their suggestions to return to traditional means of maintaining and promoting community 
harmony contradict government policy and strategy for school discipline. 
 
There are suggestions by the community of teacher bullying of students when they arrive late to school 
(CS7; Parents Focus Group # 2; SS7; RP5).  Some forms of punishment include getting students to pull 
out mimosa and cutting grass around the school.  Parents disapprove of these strategies as corrective 
devices, convinced that firstly, the location of the school makes it difficult for children to arrive on time 
and secondly, community stakeholders believe that family and community means of discipline may be 
more appropriate than teachers’ or government’s guidelines and strategies (Parents Focus Group #2, p. 
127). 
 
Overall, this study found that parents and community members were happy that the school had provided 
an opportunity for students from the three villages to obtain primary and secondary education.  Although 
physical violence and drug related problems are not being experienced, parents believe teachers should 
teach pupils to understand how being ill-disciplined can contribute to poor performance in school.  This 
view is consistent with Papua New Guinea research work (Bray, 1985; Townsend, 1985) on absenteeism 
of students which influences that behaviour and interest in learning and thus contributes to low standards 
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and examination performance.  Parents insisted the school needed standardised policies on student 
behaviour.  
Assessments/examinations 
 
Policy makers and parents in Papua New Guinea have always judged the performance and achievement 
of schools by the number of pupils who progress to secondary school after passing the national external 
examination.  Similarly, promotion of school principals was connected to these achievement levels 
(Weeks, 1985a).  Students’ assessment and examination results continue to be the only mechanisms 
teachers and schools use to justify their existence, and serve the accountability purposes of both the 
government and the general public community. 
 
Perceptions on assessments by stakeholders in this rural school community indicate that the strategies 
such as national examinations “only serve the teachers and government’s purpose and expectations” 
(Parents Focus Group # 1, p. 56).  This reiterates research work by Weeks (1985a) and Guthrie (1983).  
In other words, teachers write term reports to fulfil school requirements despite realising that parents 
believe that pupils’ reports do not show the genuine performance of their children.  A parent explained 
that “teachers must give an honest and fair assessment report” (PP7, p. 53).  However, the school does 
not have any guidelines contributing to the assessment practices.  Elementary teachers in years 1 to 3 
rank pupils (MTE1; KET2; MTH3, p. 164).  The allocation of number 1 to a pupil is equivalent to first 
place, representing the highest cumulated scores out of a class of 18 pupils.  The greater the rank, the 
weaker the pupil.  
 
Teachers write term student reports without any uniform assessment system and policy.  This study 
found that teachers were reliant on prescribed texts for specified grades.  There were no records of 
authentic assessable tasks developed from the unit of work taught.  Instead, most of the teachers 
extracted activities directly from textbooks.  Teachers not only had individual ways of assessing pupils 
(ST5; CT6; ST7, p. 164), there was no school coordination.  Yet such coordination is essential for 
teaching staff to monitor the level of performance and achievements of educational standards, which 
could be essential for their planning of specific subject content coverage.  A senior teacher commented: 
Since the introduction of grade 8…teachers teach [the prescribed] units and based their tests and 
assessments on these units, therefore [teachers’] assessments records have to be consistent with 
units.  This [upper primary approach is different and] further confused the [school assessment 
system because] lower primary teachers use a different system, such as [we don’t set unit tests, 
what we do is] assess each child’s level of competence at the end of each lesson (MTH3, p. 132). 
 
This study found students’ assessment records confused.  No copies were kept in the main files.  Past 
assessment and examination records do not exist.  Parents commented that neither the BOM nor the 
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teachers invite them to discuss their children’s assessment reports and achievements.  Some of these 
parents do not believe that the teachers’ assessment of students’ performances is a true indication of their 
students’ abilities.  This is based on their observations of regular teachers’ absenteeism and suspension of 
lessons.  A couple of parents commented: 
I am interested in really understanding the real reasons why my child is performing better in 
some subjects and not in others…teachers must give honest feedback about my child’s work, 
and not something to fulfil teachers’ term work…teachers are forcing my child to come home 
and ask me to attend school meetings (RP5, p. 115). 
 
The experience of assessment and examinations indicate that there is a strong link between standardised 
outcomes and school performance.  This is reflected on the numbers of students successfully passing 
external national examinations which results in securing places in secondary schools.  Teachers’ chances 
for promotion also depend on students’ performance in these external examinations.  However, there is 
no uniformity in assessment strategies within the school itself.  Teachers’ performance and behaviour 
create a situation in which parents are sceptical about written reports on students’ performances.  Parents 
perceive that some of these testing and assessment practices are carried out only to meet teachers and 
departments’ requirements. 
Importance of Vernacular Language 
 
Language of instruction is an important issue in Papua New Guinea schools.  Parents and other 
community participants in this study strongly argued their expectations of outcomes of primary 
education.  The restoration of knowledge, values and traditions of the children’s cultural norms can be 
achieved through the language of instruction in schools.  Teachers’ proficiency in this language is crucial.  
This is particularly important when the vernacular language is being taught. Parents commented: 
Teachers who come from the Nali ethnic group who teach in the elementary school must know 
the vernacular and English language…they can translate Nali vernacular to English 
language….employment of individuals as teachers in the lower primary must ensure these 
individuals are competent in Nali vernacular (Parent Focus Group # 3, p. 143). 
 
There are village ways of living…English and Mathematics is not enough…I believe there are 
many village ideas children must know…teachers need to get children to write these 
ideas…children must begin to learn the village style of living  (PP7, p. 122). 
 
The above views are important to this researcher who speaks “Nali” and understands the cultural 
backgrounds of the children.  The above highlights the significance of vernacular in the interpretations of 
social and cultural concerns that could influence Nali ethnic groups’ activities.  The likely ramifications of 
the mispronunciation of land names and stories related to clans and names of people in the family tree 
can lead to landownership conflicts.  Land ownership involves both actual ownership and the right of 
use.  Young adults in this ethnic group must know their clan land as well as their inheritance of the land.  
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This means individuals must acquire a correct Nali accent, pronunciation, syntax, and semantics because 
mispronunciations have caused disputes over land ownership and transfers made by clan leaders.  
Therefore, not learning the vernacular language can result in serious consequences for children from this 
ethnic group. 
Restoration of Knowledge 
This study found parents and community members expected teachers to improve pupils’ vernacular 
language skills to help in the restoration of knowledge of local traditions.  They emphasised that teachers 
need to be proficient in the community language and have good local knowledge.  This study’s finding 
that elementary and primary teachers have only a tenuous grasp of English is consistent with past 
research work (McLaughlin, 1996).  This weakness negatively impacts on children’s cognitive 
development processes, and illustrates the need for better teacher selection, teacher recruitment and 
appointment, good teacher understanding of curriculum, and teacher professional behaviours and 
attitudes. 
 
This study found community and parent expectations of primary education were based on past 
experiences of the outcomes of formal schooling.  It can be argued that the above discussions emphasise 
the relevance of schooling to the local community to which many of the school graduates will ultimately 
return.  The following perceptions emphasise this. 
…these children have no full knowledge of village ways of living because they spent most of 
their time in school…children should learn weaving, such as native baskets, food preparation, 
harvesting of sago flour for food, and village moral and behaviour values typical to this 
clan…but what is important they need to know by learning family ties, family trees, clan history, 
and land history essential to all boys and girls to avoid conflicts and disagreements in the future 
(Parent Focus Group # 3, p. 123). 
Summary of Case Study 1:  Rural School 
 
This section presented the findings on the outcomes and output of the rural school in this study.  Several 
implications were drawn from the outcomes / output structures.  First, the unprofessional behaviour 
exhibited by teachers tended to create a situation in which students are victimised in the schooling 
process.  This is demonstrated by the failure to fulfil the number of teaching days allocated for the school 
year, unplanned suspension of classes, learning environments not conducive to learning, rote teaching 
approaches, and the lack of cohesion of teaching and learning.  Further, the lack of school coordination 
through effective leadership compounds problems for effective student learning. 
 
Second, different stakeholders have different expectations of primary school outcomes.  While the 
primary school assessment of learning is externally generated and influenced, local communities have a 
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different expectation for students’ learning.  National examinations fulfil the requirement for students 
progressing to high schools.  Parents also expect students to have knowledge, skills and attitudes needed 
for young people to live successful lives in their villages.  It would appear teachers assess students using 
different assessment systems in this school (see part 6 in appendix 6) for the sake of meeting teacher job 
requirement and their career advancement.  It can be concluded that the different expectations from 
different stakeholders influence students’ learning and teachers’ professionalism. 
5.4 Findings of a Urban School: Case Study 2 
 
This section presents findings from Boroko, the second case in this study.  It provides insights into the 
learning situations at this urban school with respect to the current level of understanding of education 
standards held by teachers, pupils, parents and community members.  Perceptions of policy makers on 
issues in relation to this urban school are discussed. It follows a similar structure to the section on Soniliu 
school.  However, it incorporates other relevant headings as demanded by the urban school context. 
5.4.1 Levels of Input 
Setting and context 
 
Boroko Primary School is partly managed and funded by the National Capital District and the Division 
of Education.  It is one of the three largest government elementary and primary schools in Port Moresby.  
The school is approximately twenty minutes drive from the National Department of Education, National 
Capital Division of Education, Curriculum Division, Standards Division and other service organizations.   
Forced by the demand and expectations of educational reform such as access education, the school has 
increased its teacher and student population.  Situated in a densely populated suburb of Port Moresby city 
it has both benefits and disadvantages.  Advantages include easy access to and from school by public and 
private transport. The school has telephones, electricity supply, reticulated city water supply and sewerage 
system.  The disadvantages include constant vandalism, resulting in some classroom facilities in appalling 
condition.  Further, there are concerns for the insufficient number of support staff as security officers 
and clerical administrative officers.  Without cleaners, teachers spend work time attending to manual 
tasks such as sweeping classrooms and arranging desks.  Teachers are also rostered for morning and 
afternoon supervision of school children, and this was found to adversely affect teaching and learning 
activities.  Those who are aware of the reported vandalism state that it is not their job to curb this 
lawlessness.  Few teachers’ houses exist on the premises.   
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School history 
 
Boroko primary school was first established in 1952.  In 1989, Boroko had fewer than ten teachers, 200 
children and three double classrooms.  The school has since had more classrooms built to cater for more 
teaching positions and student numbers.  Observations and discussions with the stakeholders regarding 
the school’s image and interests clearly revealed that participants generally perceive this institution as a 
“government thing”.  There is no sense of ownership as that of the rural school.  The school has been 
part of promoting and building the spirit of the national unity by providing primary education to children 
from all over Papua New Guinea (FHP, p. 498).  But according to the principal, no past and recent 
graduates have special ties with the school such as to provide voluntary assistance towards the school’s 
improvement programmes.   
 
Boroko prides itself in promoting a sense of nationalism, with the school as a community centre that 
unites many different ethnic families in an urban situation.  However, many experiences of unfulfilled 
stakeholder educational expectations have created both a bad image and lack of support from the 
community. 
Parents and Community 
 
Observations revealed that there is no evidence of community support. Feedback from parents indicated 
that the relationship between the school and the community could be improved (Questionnaire #1 & 
#2).  However, analysis of circulars indicates the school organization is making an effort to involve 
parents and community members (MDHP, p. 785). 
 
Parents and community members are involved in the transportation of children, operation of the school 
canteen, voluntary membership of the school board and participation in the school cultural week.  Some 
parents do attend parent/teacher interviews at the end of each term.  However, many school reports had 
not been collected (Researcher’s Field Notes).  A member of a parent discussion groups explained that 
most parents and guardians had not sighted their children’s reports.  Furthermore, they did not believe 
that the reports reflected pupils’ real abilities and skills.  A parent commented that teachers’ constant 
absence from the school creates a sense of false representation of children’s abilities.  She was highly 
sceptical of the purpose of students’ report writing (EPP2, p. 474). 
 
The above findings reveal a degree of distrust and deteriorating relationships between community 
members and the school.  There were strong perceptions of weak leadership, acute teacher absenteeism, 
 127
and disagreements over pupils’ assessment reports, parent/teacher conflicts over pupils’ class abilities and 
performance.  Renewed efforts to improve communication, trust and relationship by the principal and 
BOM were called for.   
Leadership and Management 
Observations and discussions with the stakeholders revealed that the BOM and teaching staff had not 
made any decisions about curriculum, teacher selection and appointment, teacher inspection, pupil 
enrolment, language of instruction, assessment and examinations, supervision and infrastructure 
development at this school.  It seems the above areas are functionally the Provincial Education Division 
responsibilities.  The school principal is the only person who can discuss the above areas with the 
provincial authorities.  At the school, teachers meet once or twice with their section heads (elementary, 
lower primary and upper primary) to discuss term tests and timelines by which pupils’ assessments are to 
be completed.  Discussions with the teaching staff also revealed they do not discuss professional 
development issues and other curriculum problems, health and student drug related issues (Teacher 
Focus Group # 14, p. 242).  According to teachers, school level decisions have to be initiated by the 
principal and the BOM. 
The current behaviour problems associated with demoralised teachers and parents could be related to 
ineffective school level decisions and lack of foresight by the principal and Board of Management 
members.  In the management area, the principal was expected to assume full responsibility for issues 
concerning curriculum, student, teachers and facilities.  However, much of what was done at Boroko had 
not been achieved satisfactorily because of weak school leadership roles performed at this school.   
As a legislated decision-making body of the school, the BOM has not had the opportunity to make 
decisions because externally imposed mechanisms greatly influence their work.  For instance, making 
decisions about curriculum issues, setting and marking external examinations, students’ assessments, 
students’ selection to secondary school, teachers’ behaviour and attitudes, teachers’ performance, and 
school materials and funding have to be vetted by the provincial education board. The BOM had not 
been communicating with the national capital provincial education board in relation to the current 
changes.  Members feel that the principal must provide details of the above issues to the BOM to receive 
guidance and correct problems at the school level.   They believe it would be taking away matters that 
concern school functions and responsibility such as dealing with curriculum, teacher and student 
absenteeism, drug related problems, communication, and assessments that affect pupils’ learning by not 
involving the principal and teachers directly in the decision making (SBM, p. 508; APMI, p. 533; EP4, p. 
475; PP8, p. 485).  The chairperson of the school board explained that policy matters, school facility 
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improvement and teacher disciplinary matters are not dealt with because there is a general lack of 
understanding of school board legislated powers (BC, p. 357). 
 
It can be concluded that the school decision-making process has not been maintained effectively at 
Boroko.  This is because the principal’s leadership and management roles and the BOM functions have 
not been performed appropriately.  Consequently, curriculum and policy decisions and other associated 
issues have not been fulfilled in accordance with the legislated functions and standardised procedures 
instituted at this school.   
Facilities and Curriculum Resources 
This section considers the facilities and curriculum resources at Boroko.  Facilities and curriculum 
resources are contextual elements that stimulate and promote pupils’ cognitive and affective 
development.   These environmental elements also shaped pupils’ thinking, attitudes, beliefs and value 
systems.  The environment’s role on learning such as at the school level and classroom level were 
discussed in Chapter 2.  School level refers to what affects the school as an organisation and classroom 
level refers to what happens in the classrooms, where the learner and environment influence pupils’ 
learning (Rentoul & Fraser, 1983). 
 
Boroko has 15 classrooms, a staff room, 4 ablution blocks, an assembly hall and a playing field.  The 
school office has two computers and one working photocopier.  In discussing the adequacy of classroom 
facilities, a senior teacher explained that there is value in spacious classrooms, staff rooms and other 
facilities, because these will encourage a positive staff attitude and pride in the school (TTH8, p. 438).  
But this school’s and classroom design layout is not educationally appropriate with class enrolments 
which exceeded the maximum teacher – pupil ratio of 1: 44 (Researcher’s Field Notes, p. 283).   It was 
observed class size ranged from 34 to 62.  The close proximity of classrooms made lesson presentation 
very noisy and disturbing for other classes.  It is difficult to communicate coherently with pupils because 
“orchestrated lesson type activities” (a whole class responding to a teacher-led lesson activity at the same 
time) are deafening and disturbing for other classes (DT5, p. 496). 
 
It was observed that many classrooms had damaged desks, broken or missing louvres, and torn fly wires 
making learning conditions unsafe.  Ablution blocks were vandalised, and often resulted in the principal 
suspending classes (FHP, p. 614).  Classroom teachers also expressed concerns about the condition of 
school facilities.  A teacher complained that teachers have to sweep classrooms.  On occasions when 
there are water problems, conditions are unsafe and unhealthy for children (EP1, p. 392). 
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Teachers and students are allocated a homeroom.  However, it was observed the upper primary teachers 
had decided to adopt a subject specialisation system, which requires pupils to move from one classroom 
to the next.  There is no electrical equipment such as computers, overhead projectors or fans in the upper 
primary classrooms.  The school has no library, science laboratory or home economics rooms in which to 
conduct practical sessions.  AusAID supplied a large container pack with equipment for teaching basic 
technology lessons.  At the time of this study, this container was almost empty.  According to the upper 
primary section head “teachers were not using pieces of equipments because some pieces have been used 
and have not been replaced” (TTH8, p. 442).  Teachers’ group discussions also acknowledged that 
resources to facilitate learning, such as a proper library, are absent.   
 
Examined documents (NDOE, 2002a, p. 31) described the seven subjects (see part 3 in appendix 6) and 
the prescribed teachers’ and pupils’ texts.  However, close consultation with teachers revealed that not all 
the prescribed texts for each subject were available.  Similarly, observation of a grade 5 class revealed the 
teacher had 12 English textbooks for 42 pupils, a situation common for all subjects.  A complete set of 
curriculum texts for each subject would normally include a syllabus, and a teacher’s guides, notes or 
resource books.  Several elementary and primary teachers had not sighted or used curriculum texts that 
were distributed to schools.   
 
Some teachers had a mixture of old material published between 1972 and 1989 and new curriculum texts 
published between 1998 and 2000.   Teachers regarded these as personal property and they were not 
shared.  They were not aware of other curriculum resources recently published by curriculum division.  
The problems with resources in this city school showed that distribution of curriculum resources is a 
problem nationwide.  This participant agreed: 
…let me say that although we are next door to the curriculum unit material section, it is sad to 
say that we don’t have sufficient materials for teachers and students to use…I speak formally on 
this matter because many times…we continue to experience the shortage of school materials for 
teaching.  I confirmed that we have on going problems of teaching material supplied normally 
from the education department (FHP, p. 499). 
 
The above problem of distribution of curriculum resources is similarly experienced in the rural school.  
Examination of the School Material Distribution Register and observations of the Provincial Education 
Division material store indicated that school materials have not been distributed.  There are contradictory 
views by provincial education authorities and the school principal.  It was observed that no one at 
Boroko or the provincial education office was particularly interested in the resource distribution and its 
protocols.  The evidence from the feedback from the provincial and school level authorities revealed that 
the issues and concerns of this city school in the last nine months have not been discussed by the school 
board and provincial education board.  Hence, a lack of understanding of the school context allowed 
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miscommunication.  Misunderstanding between the school and provincial authorities could be minimised 
if correct protocols were followed.  The present education reform initiative demands a lot more of 
supervisors at all levels (TTH8, p. 444).  
 
Three important issues emerged concerning curriculum resources.  First, there is a lack of 
communication between the school teachers, the principal and education division officers.  This results in 
each group having contradictory views, causing confusion amongst teachers.  Second, distribution of 
curriculum resources is a problem, despite the close proximity of this school to the Ministry.  The school 
experiences shortages of materials and equipments, curriculum texts, and basic stationery for teachers and 
students.  Third, government subsidies and school project funds have not been used to purchase 
curriculum texts and materials.  Lack of consultation and regular collaborative involvement of teaching 
staff and BOM members also contributes to ineffective decisions at the school level to use school 
funding on educational and curriculum resources from other suppliers in Port Moresby.   
Student enrolment 
There are over 1800 children attending Boroko, making it one the biggest schools in Port Moresby.  
Student enrolment has been increasing each year, consistent with the population growth in Port Moresby.  
As attended to previously, the average ratio is about 45 pupils per teacher.  A senior teacher explained 
that supervision and classroom management is cumbersome. Texts and references were not adequate to 
meet students’ demands, resulting in 4 to 5 pupils sharing a text (TTH8, p. 440).  This adds pressure to 
teacher’s time for individual assistance for students’ performance, planning and preparation. 
 
Oversize class problems in the city schools were acknowledged by policy makers.  A divisional head of 
the Provincial Education Office admitted that over crowding has defeated the purpose of teaching and 
learning.  However, he admitted they could not do much because children who are eligible to enrol 
cannot be denied the opportunity to learn (PMU, p. 292).  Further, he explained strategies were being 
considered to improve the situation once all the infrastructure facilities are in place to meet high 
enrolment rates in the city.   Strategies have been drawn up to control enrolment to only the children 
within the vicinity of Boroko (KPMU, p. 311). 
 
The perceptions relating to student enrolment indicated that other issues are interwoven here.  Some of 
these are the pupil: teacher ratio, oversize classes, insufficient students’ texts, and the absence of newly 
published curriculum texts for teachers.  An immediate concern is that Boroko will maintain the same 
teacher numbers until the government approves more positions and builds more classrooms.  This being 
the case, teachers will need to be proactive and cater for oversized classes and dwindling curriculum 
resources. 
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Teacher Factors 
 
This section considers teacher numbers, qualifications and job descriptions as inputs which can affect 
performance of education standards.  Issues and practices concerning teacher knowledge and 
professionalism are presented in the next section.  Boroko has fifty teachers on the school’s register, 
thirty-eight female and twelve male teachers.  The school principal is a non-teaching position.  Despite 
the school size, there are no teacher assistants or relief teacher arrangements.  Any local appointments of 
additional staff would not be funded by NDOE.   
 
The teacher supply and demand problems also affect the recruitment of new teachers.  The majority of 
the primary teachers at Boroko have two years pre-service teacher training.  Most of these have engaged 
in professional development courses which resulted in the award of Diploma in Primary Teaching (In-
service).  Only three teachers recently graduated from a three year primary teacher education pre-service 
program.  All elementary teachers have a Certificate in Elementary Teaching, a three year apprenticeship 
pre-service programme. 
 
Two issues of significance were raised about teacher qualification and professional experience.  
Previously primary school teachers could teach grades 1 – 6.  Primary teachers and school board 
members were suspicious about elementary teacher training.  These participants felt presenting a “crash 
course of 10 weeks may not be adequate for professional presentation” (BC, p. 645).  The Board 
Chairperson pointed out that theories in early childhood education, learning appropriate concepts, and 
how well teachers can teach these children was paramount therefore training programmes must ensure 
elementary teachers are proficient in the above competencies.  According to the Board Chairperson, 
grade 7 & 8 primary school teachers are asked to teach grade 7 & 8 curriculum units which were written 
for high school students.  The Board Chairperson expressed doubts about current training programmes. 
 
Teacher job descriptions for each teaching position in the school revealed a mismatch between teachers’ 
predetermined duties and actual performances.  Much of what is described in job descriptions was mainly 
mundane (part 4 in appendix 6). This study found many teachers were not adhering to duty statements.  
Some were confused between administrative duties and pedagogical inputs such as ways of assessing 
students’ learning and evaluating lessons.  Much of what teachers perform was greatly influenced by the 
inspection process.  Issues concerning the inspection system will be discussed in the next section.  Only a 
few teachers were aware of the teacher duty statement.  This teacher illustrates the confusion. 
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…there is a duty statement for a level one teacher…. every grade level teacher up to the 
headmaster [principal]…. we have to go by our duty statement.  We must not work beyond our 
limit or work within our duty statement…. duties include how to plan and programme lessons 
and in-service activities…but I heard lately the present one has been modified by the National 
Department of Education…but has not been released to school teachers (DT5, p. 494). 
 
While the duty statement defines administrative tasks, teachers are not clear about administrative and 
pedagogic requirements specified for each teaching position.  Teachers’ ignorance about their 
professional duties could influence their professionalism.  Moreover, teachers’ own professional 
ambitions and externally imposed practices such as “inspections” seem to have a major influence over 
teacher performance and students’ learning.  Such teacher performance does not include pedagogic roles 
(Guthrie, 1985).  It can be concluded that teachers’ job descriptions are not useful documents against 
which to judge teachers’ capabilities. 
Summary of Input  
This section presented input of the schooling context at Boroko Primary School.  Much attention is 
required by teachers, the principal, school board members and policy makers if education standards are to 
be met.  First, common understandings of government policies, practice and procedures need to be 
established.  Second, a clear definition of administrative and pedagogical roles needs to be distinguished.  
Third, there is a need for better collaboration and decision making at the school level.  Such collaborative 
involvement in making decisions could likely lead to corrective measures to address the pupil: teacher 
ratio, overcrowding classes, teacher absenteeism, and resources which were found as causes at the time of 
this study inhibiting pupils’ learning.  In the absence of effective administrative and management 
procedures, teachers and the principal were very conscious of their “boundaries”, bounded by their job 
descriptions.  Teachers appeared insecure when performing roles outside their specific responsibilities.  
This resulted in a “passing the buck” mentality.  This study found that there is a lack of responsibility and 
duty of care for school facilities, curriculum resources and other school property.  An important aspect 
which emerged from this data from the urban school was a degree of dependency on the National 
Department of Education.  The next section presents the processes in the urban school. 
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5.4.2 Processes in the Urban School 
 
This enquiry clarifies aspects of educational processes that are considered significant to the achievement 
of educational standards at Boroko.  These processes include:  
• Curriculum, Teaching Methods and Practices; 
• teacher knowledge of curriculum;  
• language of instruction;  
• teacher professionalism; 
• teacher supervision and inspections;  
• and students’ opportunity to learn.   
Curriculum, Teaching Methods and Practices 
 
The background to curriculum, teaching methods and practices in Papua New Guinea were discussed in 
Chapter 2.  Based on the Papua New Guinea’s Philosophy of Education (Matane, 1986), curriculum 
expectations need to address the dual purpose of education (THEQA, p. 645).  The first purpose is to 
meet the need to adequately prepare small number of educated people to staff the modern sector of the 
economy.  The second purpose is to equip the large group with attitudes, values, knowledge and skills to 
return to and live in their villagers (Bacchus, 1987).  The Boroko Primary School context presents many 
challenges for curriculum implementation and achievement of educational outcomes.   
 
Boroko teachers teach the same subjects (see part 3 in appendix 6) for elementary and primary years. 
Time is an important factor for curriculum implementation. Teachers were required by NDOE to plan 
and teach according to the National Education Board (NEB) nationally approved percentage of subject 
time allocation.  The programs examined indicated that teachers were accustomed to lesson preparation 
using the number of hours allocated to each subject, but the duration of lessons varied considerably 
(Researcher Field Notes, p. 717).  Many teachers complained about insufficient time allocated for 
adequate coverage of content, and this was a serious matter for teachers in grades 7 and 8 (TTH8, p. 679; 
Researcher’s Field Notes, p. 718).  However, despite their complaints, it was observed that teachers were 
not teaching according to the planned time. 
 
Curriculum implementation at Boroko is also hindered by externally imposed practices such as teacher 
job requirements, inspections for registration and promotion purposes.  Similar to the rural school, 
teachers have little input in the curriculum process.  At Boroko, teachers are dependent on outside 
decisions and materials and this shapes their behaviours and attitudes which seem to have a negative 
 134
impact on their jobs.  For instance, participants commented that they have to teach the topic as suggested 
in the syllabuses.  Consequently, evidence from teachers revealed that their behaviours have been shaped 
by totally depending on prescribed syllabuses and standardised planning and programming guidelines.  
Therefore, they found it difficult to readily use knowledge-related skills they may have when pressured 
with tasks to plan and programme (Teacher Focus Group # 5, p. 249).  Further, they cannot establish 
any sequence in their planning and programming, because they needed more professional guidance to 
translate official documents sent to schools.  According to the discussion group “teachers skipped topics 
because of the teachers’ own interest, language skills, knowledge base, and absence of relevant materials 
and supporting texts” (Teacher Focus Group #5, p. 249). 
 
The significance of time is overlooked at this school.  The concept of ‘teacher time’ refers to the actual 
teaching periods, time spent on planning and programming, writing and marking tests, writing pupils 
term reports and recording pupils’ attendance.  At Boroko, teachers are using teaching hours preparing 
for the tests and writing assessment reports.  Students were occupied with other activities such as sports.  
There appears to be no use of the nationally approved “block times” that teachers could use to carry out 
these other teaching duties.   
 
In addition, Boroko teachers did not use the prescribed dates set for in-service.  Instead, administrative 
and unrelated teaching duties preoccupied teachers during these periods.  It was observed that teachers 
worked individually and in isolation.  Furthermore, any advanced cooperative planning tends to serve 
external purposes such as inspectors and not pupils learning. 
 
The teachers’ daily plans that were examined indicate that school began at 8.00 and terminated at 4.00 
o’clock.  However, during this study, classes ended before 2.00 o’clock (Researcher’s Field Notes, p. 314).  
The programmes of the teachers studied were very detailed (see part 1 in Appendix 6) and had been 
sighted and approved in February and March 2002, although lessons were yet to be taught in terms 3 and 
4 (August–December 2002).  It should be noted that these were teachers who were supposed to be 
inspected in 2002.  Other teachers who were not included on the inspection list were very casual in their 
approach to planning and programming.  
 
The data on the process of curriculum implementation, teaching methods and practices at Boroko 
indicated that teachers were not thorough in their planning of programmes and were working at their 
own pace.  Analysis of daily programmes revealed there are far too many objectives for thirty to forty 
minute lessons.  Teachers teach the same lesson at least two or three times in a day, or during the same 
week.  There appears to be a duplication of objectives during the first three terms of the school year.  
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Public holidays, daily events such as power and water cut offs, and teacher absenteeism were cited as a 
cause for discontinuity of lessons.  Teachers do not evaluate daily lessons.  Evaluation comment sections 
of the standardised lessons plans were mostly left unfilled. 
Teacher knowledge 
 
Teachers’ educational qualifications and background have been briefly discussed in the previous section 
(see 5.4 input).  The data suggest that an absence of teacher knowledge of subject content forced teachers 
to be dependent on the principal and inspectors to provide this input.  However, when this expectation 
of principal and inspectors was not met, it generated a lack of motivation, responsibility and enthusiasm 
for teachers to perform their duties in a professional way.  This was demonstrated through their teaching 
practices such repetition and duplication of lessons, and their inability to consult relevant literature and 
use it to support teaching and learning.   
Since 1980s to 2000 we have been using the Pacific Series and Melanesian Series and now 
curriculum reform [is producing new curriculum documents,] but they have not evaluated the 
problems related to the Pacific Series and Melanesian Series (Teacher Focus Group #5, p. 250). 
 
The issue of teacher knowledge is also highlighted through the way teachers’ preference to use the Pacific 
Series texts books instead of the Melanesian Series.  The Pacific Series was introduced in 1970s when the 
New South Wales syllabuses was being phased out to allow for a Papua New Guinea national curriculum 
appropriate to the local context.  The Pacific Series was highly structured, providing pre-planned lessons 
with specific objectives, teaching methods and ways of evaluating lesson outcomes.  The Melanesian 
Series which was introduced to replace the existing teachers’ guides did not have the same structure.  
Teachers had to think about the topics, the content and plan lessons to teach these concepts and skills.  
This study found that teachers used both series, but were more inclined to borrow lessons from the 
Pacific Series because of its “recipe approach”.   Participating teachers in the study reflected: 
…In the case of “Pacific series”, teachers were relying too much on the way the series was 
organised to structure their lessons.  These series provide the general guide to prepare lessons, 
suggested activities, there are perceived as good text for teachers but it [Pacific series] provided 
no initiatives, teachers were discouraged or were not innovative to plan and structure their 
teaching and learning activities.  Teachers were relying too much on this series because 
everything is there (TTH8, p. 440). 
 
The reluctance of teachers to adopt and adhere to the Melanesian Series explains why teachers at Boroko 
have not accepted and implemented the new national prescribed syllabus introduced in the mid 1980s.  It 
can be argued that teachers are not willing to accept curriculum change because of their own unfamiliarity 
of the content and their lack of abilities to explore the demands of the new curriculum.  A director from 
the Commission of Higher Education acknowledged the teachers’ struggles. 
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 …the idea of teaching the curriculum, teachers stick to teaching from the teachers guides.  A lot 
of the teachers actually teach the teachers guides, they didn’t follow it.  They taught everything 
that is in the teachers’ guides.  Teachers’ guides cover a lot and it is too much, it needs to be, it is 
up to the teacher to decide how you give and what areas you leave out.  In the case of teachers 
who lack the content in their particular fields, they tend to want to teach everything in the 
teachers’ guide (THEQA, p. 374). 
 
On the other hand, teachers are willing to engage in professional-development activities that promote 
thinking and professional insight into curriculum change.  During the fieldwork for this study, an 
opportunity was provided for teachers to view the importance of professional learning activities in teams.  
Teachers at Boroko valued this opportunity to interrogate subject content, materials and the required 
skills within their own context.  These opportunities allowed teachers to share their understandings and 
interpretations of various documents, while simultaneously empowering teachers to take control of the 
new curriculum (Teacher Focus Group 5, p. 724).   
 
The implication from the above discussion pinpoints the school’s own inability to adequately plan and 
provide professional workshops at the beginning of the school year.  These should be based on its staff 
capacity and available resources.  It can be concluded that without professional support, teachers tend to 
rely on outdated and simplistic guides such as the Pacific Series.  Further, teachers’ inability to familiarise 
themselves with the demands of curriculum change impacted on teaching and learning activities such as 
unnecessary repetition, skipping of lessons, and a massive waste of time. 
 
Interestingly, unlike the upper primary, the elementary teachers used themes to guide the decisions in 
curriculum planning.   These teachers appreciated the challenge, but acknowledged the demands this 
approach requires (FHP, p. 499).  They commented that developing lessons through the employment of 
themes requires much effort in preparation, a degree of expertise in teaching, and is way of not being too 
dependent on curriculum texts (ETT2, p. 621).  This level of thinking about their lessons allows for 
innovative interaction with pupils.  Participants’ commented: 
In elementary class we have learning corners, which are meant to encourage children to learn 
independently…this is a good initiative when teachers can control some areas they see children 
can learn (ETT2, p. 618). 
 
The experiences of teacher knowledge at Boroko demonstrate that teachers find solutions to fill the gaps 
in their own knowledge of curriculum.   The intervention workshop provided by this researcher revealed 
that teachers were interested in their own professional development and appreciated opportunities to 
enhance their teaching performances.  Professional development which attempts to improve teacher 
knowledge minimises teachers’ insecurity of unfamiliar curriculum requirements, and empowers teachers 
to take control of their professional duties.   
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Teaching styles 
Observations of teachers at Boroko revealed that teaching styles influenced students’ learning, classroom 
management and time allocated to specific subjects.  Time was spent at the beginning of the lesson in 
“teacher talk” or chalkboard preparation for approximately 5 to 10 minutes.  Students copied work from 
the board at the end of the lesson presentation.  Teachers did not provide feedback on students’ 
performance against specific standards (Researcher’s Field Notes, p. 721).  There was no immediate 
feedback on some students’ work.  Teaching styles used in the primary classrooms are characteristically 
authoritative, shaped by the prescriptive nature of learning areas (Guthrie, 1994, McLaughlin, 1991).  
These participants commented: 
…we teach this way because lessons must be taught in a particular week of a particular term so I 
for one have to dictate the pupils learning to fulfil the content planned for that week and term 
(Teacher Focus Group #2, p. 714, author’s emphasis). 
 
As noted in the input section, primary teachers believe they have adopted a subject specialisation, 
although primary teachers are expected to teach all subjects.  However, there were no immediate 
resources to address subject specialisation needs such as science laboratories, library books, students’ 
textbooks or appropriate time allocation to support teaching and learning.  This could be setting a bad 
precedence for a number of reasons.  First, primary teachers are not educated for subject specialisations.  
Second, the primary curriculum is not developed to cater for subject specialisations.  Third, the current 
facilities are inadequate to provide a sound teaching and learning environment for content specialisations.  
A couple of policy makers commented: 
…a lot of teaching is following the curriculum and not catering for the needs of students who 
are there.  Teachers must face that some of these students have different learning abilities and 
because of these differences…teachers need to understand how to get people to learn.  If we get 
the pupils to follow the curriculum maybe they are not learning very much…students are not 
learning anything.  Sometimes we hear people talk about “teaching is all about teacher-centred” 
(NHEI, p. 460). 
 
Comments from the teachers’ programmes and interviews indicated that teachers made references to 
students’ ability levels, group work and child centred learning.  However, it appears that hierarchically 
imposed conditions dictate teachers’ teaching styles.  Teachers see their roles being highly influenced by 
external examinations. 
Coaching students for examinations should be utilised by teachers to improve individual 
student’s learning abilities or competence apart from examinations…we know children have 
different level of ability, therefore we cannot categorise them to be the same (DT5, p. 405). 
 
 It was observed that “chalk and talk” approaches dominated teachers’ teaching style.  A closer analysis 
demonstrates a strong link between teachers’ knowledge and skills which could promote effective 
learning.  While much research has been conducted on teacher knowledge and teaching styles (Guy, 1994; 
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Guthrie, 1985; McLaughlin, 1997 & Weeks, 1985a), rote learning approaches continue to dominate 
classroom practices in the new millennium.  The implications of this will be discussed in the next chapter. 
Language of instruction 
Language of instruction issues at Boroko reflected the policy on “bilingual education” in Papua New 
Guinea discussed in Chapter 2.  The situation at this urban school revealed some interesting perspectives.  
Given the multi-ethnic groupings present at Boroko, there was no common vernacular.  Instead there 
was a mixture of pupils who speak Tok Pisin, English or Hiri Motu as their first language.  Some spoke a 
combination of these, or were proficient in three languages including English, Tok Pisin and their 
parents’ ethnic vernacular language.  Teachers were aware of the significance of language issues which 
could contribute to, or handicap, pupils’ acquisition of knowledge (Teacher Focus Group, # 6).  Lesson 
objectives should result in pupils improving their thinking skills as suggested below. 
…by looking at the language unit learning outcomes…learning outcomes are statements how a 
teacher’s work has to achieve and demonstrate after teaching the unit…outcomes are seen as the 
result the children have reached after the learning process (Teacher Focus Group 5, p. 725). 
 
This study found that Tok Pisin vernacular and English are the languages of instruction for elementary 
and primary school.  However, feedback from the participants suggests that a number of local vernacular 
languages need to be considered given the presence of multi-ethnic groups.  Some teacher participants 
acknowledged the complexities of this. 
 
Two languages are used…I still see there are room for…Motu children could be grouped into 
one specific class.  Motuan speaking teachers should teach Motuan speaking children…. The 
same approach could be done for Tok Pisin teachers and students (FHP, p. 501). 
 
Misunderstandings existed among the school board of management and the provincial education board 
roles for choosing and approving a second language for instruction in elementary and primary schools.  A 
bilingual education policy allows for gradual transition from elementary to primary.  There is an 
expectation that teachers adhere to the “bridging” process required by the official bilingual education 
policy.  Teachers who are also parents at Boroko reflected:  
Some parents think I should teach only English but if I used only English, the children who 
understand and speak Tok Pisin will find it difficult in their learning.  I have to use both Tok 
Pisin and then translate it to English again (ETP, p. 401). 
 
The reflections above reveal some misunderstanding on the teachers’ part.  Using Tok Pisin and English 
as languages of instruction could easily disadvantage Motu speaking pupils. The second significant point 
is the phonics difference between Tok Pisin and English (BC, p. 350).  In Tok Pisin the words are spelled 
phonetically.  For instance, English words have syllable “gh’ or “f” as in tough’ and “ph” as in ‘phone’.  It 
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can be quite difficult for Papua New Guinean teachers who are third or fourth speakers of English to 
overcome the phonetic transition (McLaughlin, 1997). 
 
Furthermore, there are many dialects within Tok Pisin.  For instance, people from the highlands region 
would speak a different dialect from Tok Pisin speakers on the New Guinea coastline or the New Guinea 
Islands.  Various ethnic groups in the Papua region have different versions of Tok Pisin. Consequently, 
individual teachers determine the Tok Pisin dialect spoken in classrooms.  Teachers’ own proficiency in 
both English and Tok Pisin was noted to be deficient (Researcher’s Field Notes, p. 720). 
 
Interestingly, the perceptions of policy tend to differ from the understanding and implementation 
practices by classroom teachers.   
I find it very difficult to implement a policy by using one particular vernacular language as a 
community language to teach subjects, because the national capital district is a metropolitan 
society, meaning different cultures, languages, and people so it is very difficult to concentrate on 
one particular language…so Tok Pisin and English are accepted in most elementary schools.  I 
have not received any feedback from the parents…that is what is exactly happening…I think 
they are satisfied…you find in most classrooms teachers are using Tok Pisin as well as English 
language (TPMU, p. 389, author’s emphasis). 
 
The implementation of bilingual education policy at Boroko is problematic.  First, the multi-ethnic 
groupings present at this urban school add a complex dimension to the implementation of a vernacular 
language.  Second, the use Tok Pisin in classrooms compounds the complexities of learning.  This relates 
to the phonetic difference between Tok Pisin and English.  Third, there are many different dialects of 
Tok Pisin spoken in different regions of Papua New Guinea.  Sadly, while the policy makers supporting 
bilingual education in theory, in practice they do not follow through to make bilingual education a reality 
in Papua New Guinea schools.   
 
Teacher Professionalism 
 
Staff relationships are an important element to the education process at Boroko. This study found out 
that teachers work in isolation, with no regular meetings.  However, teachers expressed a need for more 
collegial relationships, inviting a role for the management team.   The school success also depends on 
building a position relationship between staff and their principal (SBM, p. 626).  They argued that good 
staff relationships, teamwork and cooperative behaviour can promote a commitment from teachers.  The 
chairperson of the school board of management insisted on building partnerships with teachers and 
community stakeholders (SBM, p. 623).  However, the school principal had a different perception from 
the teachers. 
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I have teachers in this school who are knowledgeable about their work but are not committed 
and dedicated to their teaching tasks.  They keep themselves isolated from the rest of teachers in 
this school (FHP, p. 498). 
 
It can be concluded from the above comments that there is an absence of opportunities for teacher 
collaboration, teamwork and collegial support.  It is, however, noted by the school principal that there are 
teachers who have the experience and knowledge to make significant contributions to the staff 
professional capacity.  Instead, teacher isolation and a lack of leadership tend to prevent teachers from 
actively becoming involved in a learning community as these participants reiterated.  Teachers stated that 
there is a level of arrogance from the school administration (Teacher Focus Group #5, p. 726). 
 
Teacher absenteeism is an obvious occurrence at Boroko.  Observations revealed that approximately five 
teachers would be absent per day.  Factors which contribute to teacher absenteeism included poor 
attitude and conditions such as remunerations, accommodation, transport and teaching environment.  
There was a lack of commitment and dedication to teaching.  A board member who is a parent pointed 
out: 
I am worried about how curriculum is being presented… There are teachers who are dedicated, 
are good, they do prepare their work and present themselves well, but there are many in Port 
Moresby who have poor attitude and commitment.  Teachers’ quarterly reports of the children’s 
performance blame children rather than questioning is the child receiving the right teaching in a 
way they could accept and understand it fully? (BC, p. 341) 
 
Policy makers who have children attending Boroko acknowledged this issue of teacher absenteeism 
(NHEI, p.465).  However, they are more concerned about actual learning while teachers attempt to teach 
two classes, in order to cover their colleagues’ absences.  
Sometimes we hear teachers oversee or supervise other teachers’ classes in addition to their own.  
Accordingly, they just fill the gaps, manage the classroom in as far as controlling students, but 
little or no planned lessons gets taught.  Instead of just one class of 40-50 students missing out 
the planned lessons, you find this absence also disrupts learning opportunities for another class 
of approximately 40 – 50 students.  Teachers’ absenteeism contributes to students’ attitude 
towards attendance.  Students then do not come to school, because teachers in that class 
continue to be absent and are bored (NHEI, pp. 464-465). 
 
Teachers’ absenteeism is a serious problem in this urban school.  There were no records of any 
disciplinary measures taken against teachers who are constantly absent.  No recommendations were sent 
to the provincial education division.  Provincial authorities insisted that the principal has the power to 
correct any form of teachers’ unprofessional behaviour.  
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Teacher professional development 
 
Similar to the rural school, teachers indicated a great need for professional development opportunities to 
upgrade their qualifications.  A vacation course such as the diploma in teacher librarianship was 
specifically mentioned.  This was conducted during the Christmas holidays, and is valued because it 
develops skills in identifying and selecting suitable teachers’ and students’ texts (TTH8, p. 439).  
However, places are limited and selection processes are rigid on a national level. Teachers pinpointed the 
need for school level professional development on curriculum issues.  They argued this is important 
because of teachers’ responsibility to identify learning needs and plan suitable activities to fulfil pupils’ 
needs (Teacher Focus Group #5, p. 726). 
 
This study found that teachers were handicapped by two factors.  First, teachers’ own inabilities to 
discuss problems with fellow colleagues were generated through fear, uncertainty, confusion and 
misunderstanding of educational policies and practices.  Second, these teachers had low self-esteem.  In 
this context, accepting their lack of understanding could tarnish their self-esteem.  These forms of 
behaviours are associated with the cultural factors of “shame” or “loosing face”.  For Papua New 
Guineans, “shame is an exceedingly powerful emotion and hard to define” (Epstein, 1984, p. 35).  
However, teachers’ self esteem could be enhanced through productive involvement in school based 
professional development sessions.  These teachers commented: 
…we have had two in-service so far in the last two years, there is a “cowboy style” we are talking 
about objectives but there is no supportive material…For example Pacific Series everything is 
there.  Reform material is lacking to support lesson objectives (Teacher Focus Group #5, p. 
248). 
 
I regard briefing by the headmaster and sectional heads as inadequate.  We need in-service on 
certain topics related to curriculum problems and topics like report writing…we need to 
understand how to structure reports so that it can help us improve our report writing in school 
(DT5, p. 496). 
 
The above comments indicate a need for effective management to address professional development 
needs for teachers.  In this study, opportunities were provided for teachers in focus groups to discuss 
curriculum reform, education policies, standards, student enrolment, assessment and examinations, 
resources and teaching styles.  Teachers suggested that topics should also include teaching and learning 
approaches such as reflective practice, problem solving, analysing, synthesising and sharing information 
skills.  Moreover, other topics suggested included developing students’ learning skills in “oversized” 
classes.  This invitation allowed the researcher to conduct a professional development session (see part 
5.2 in Appendix 6) which allowed teachers to critically reflect on their current practices, their attempts in 
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addressing present difficulties and a rare chance to share their ideas.  This was thankfully appreciated by 
participating teachers (Teacher Focus group # 6, p. 727). 
Teacher inspections 
 
The inspection system has had a strong foothold in the education system of Papua New Guinea since the 
1950s.  Similar to the rural school, teacher inspections were necessary for registration, promotion and 
tenure positions.  Teachers’ inspection reports can also make recommendations for their termination, if 
unprofessional attitudes to teaching have been observed.  Again, as revealed at the rural school, many 
teachers perform according to their duty statements for the sake of gaining a positive inspection report.  
 
Teacher inspections can be useful for assisting teachers.  This can be done by helping teachers to pay 
attention to improving their teaching strategies as well as providing professional guidance to teachers on 
curriculum policy and practice.  An inspector suggested: 
…teacher performance affects standards overall…particularly, extra curricula in schools, level 5 
and 6 teaching positions, pupil: teacher ratio, staffing, balance in reporting teachers performance, 
teaching load, too many satisfactory teacher performance reports with not many promotional 
positions…there are very few unsatisfactory reports, plus the issue of standards, exactly what 
these are and how have we been attempting to instil in the teachers and schools (National 
Ratings Conference Focus Group # 12, p. 629). 
 
In the past, schools have been closely scrutinised by school inspectors and provincial education 
superintendents on behalf of the government.  However, the system has grown so rapidly that continual 
monitoring by authorities has become almost impossible.  State funding is a major factor.  There has not 
been an increase in the number of inspector positions.  In 1998, the total number of elementary and 
primary teachers was recorded as 18,993 against 160 school inspectors, a ratio of 119 teachers: 1 
inspector (NDOE, p. 43, 2000a).  This ratio does not include the increase of teacher numbers from 1998 
to 2003.   
 
This study found that teachers’ approaches to their profession were influenced by contextual, 
professional and externally imposed requirements.  Inspectors visit teachers and schools to ensure 
schools and teachers are fulfilling these external requirements.  In this case, teachers who were due for 
inspections were complacent in their teaching duties and had absenteeism problems.   These were 
demonstrated through their haphazard way of planning and implementation, professional relationships 
and their personal commitment to students and teaching. 
Students’ opportunity to learn 
In this school, students’ performance and achievements were influenced by several factors.  Many of 
these have been discussed earlier.  Observations of students’ performance indicated that two factors are 
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connected to students’ ability to communicate in speaking and writing English.  First, students’ interviews 
indicated that they were not able to enter any form of discussions, often engaging in “yes / no” 
responses.  These were not effective means in elucidating students’ views.  For example, upper primary 
pupils were not able to describe how they got to school each morning.  This observation contradicts the 
class patrons’ (teacher in-charge of each class) views and comments on the same students’ workbooks.  
Second, students’ work was highly rated as excellent by their class teachers.  Yet, spelling and grammar 
problems were never corrected. A parent commented on this. 
I do not see and comment on my child’s class work when he comes home from school.  At times 
when I ask him whether or not he asks teacher to help with the school problem, he is 
reserved…when he comes home and asks no questions…I encourage him to ask teachers help 
him in the English and mathematics problems he has been experiencing lately in grade 8 class, he 
seemed very confused and continues to be reserved (PPG8, p. 486). 
 
Parents who work within the Department of Education were also concerned about students’ 
opportunities to learn.  Their perceptions are informed by their children’s performance and achievements 
through termly and yearly reports. 
I do not think this happens in school where children are made to develop their own way of 
thinking…Teachers are not involving children to relate to different kinds of activities for 
example the issue of local governments that improves the child’s thinking.  The child does not 
seem to know about these issues or even talk about them (PPG8, p. 487). 
 
The above comments indicate teachers, the principal and school board of management aim at better 
students’ performance and achievements levels.  However, analyses of teachers’ programmes and 
students’ workbooks indicate students’ performance of standards have less significance. Not all students’ 
work is meaningful.  There was sufficient evidence from pupils’ workbooks indicating that not much 
feedback was provided by teachers about students’ whose work were poor, or contained wrong answers.  
 
There were no original or authentic assessment tasks set by teachers.  Originality in this case refers to 
opportunities for students to research and develop their own ideas on a topic or project.  Teaching and 
learning activities planned for pupils do not encourage enough individual creativity and discovery of 
knowledge and skills.  A senior teacher commented: 
…if we get the pupils to follow the curriculum maybe they are not learning very much.  Maybe 
just teaching the curriculum, students are not learning anything.  Sometimes we hear people talk 
about teaching is all teacher-centred the way we teach in our schools…teachers’ focus on where 
they can deliver their teaching and the way they do their teaching (THIE, p. 459). 
 
There were also comments from students’ interviews indicating their interest in learning.  For instance, 
some students indicated that they were appreciative of teachers’ comments on their completed tasks.  
Students indicated that teachers’ feedback encouraged them to learn (ISLP, p. 542), and helped them to 
understand school work (MSLP, p. 544). 
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Summary of Processes of the Urban School  
 
This “process” section considered educational processes at Boroko.  It included curriculum, teaching 
methods and practices, teacher curriculum knowledge, language of instruction, teachers’ professionalism; 
teachers’ supervision and inspections, and students’ opportunity to learn.  A number of complex factors 
contributed to educational processes at this urban school. 
First, the study found that while teachers’ competencies in teaching and learning may contribute to 
successful learning, this was not the case at Boroko.  Second, teachers were heavily reliant on highly 
prescriptive teachers’ guides, reflecting the absence of appropriate knowledge and skills which teachers 
need to create meaningful, interesting and relevant lessons for students’ learning. The school is 
handicapped by the teachers’ own lack of self-determination and enthusiasm.  Moreover, rote learning 
approaches dominated classroom teaching and learning opportunities.  Third, bilingual education is 
highly complex and problematic in an urban context.  While teachers welcomed opportunities for 
professional development in curriculum change, policy reforms, and teaching and learning, other factors 
such as funding, leadership and professional commitment hindered successful implementation.  
Furthermore, teacher inspections represented old colonial practice, which has not been constructive for 
teachers’ professionalism.  Finally, there were contradictions in the perceptions of teachers, parents and 
policy makers on students’ opportunities and ultimate outcomes of learning at Boroko.  Issues related to 
learning outcomes at this school will be elaborated in the next section.  
5.4.3  Outcomes and Outputs of the Urban School 
 
This section provides the findings on contextual elements of pupils’ performance and achievement of 
standards.  Similar to the rural school, an outcome is broadly defined to include pupils’ cognitive 
achievement.  This study found that pupils’ performance and achievements were influenced by decision 
making, teachers’ level of understanding, subject knowledge and teaching styles, and the learning 
environment.  Additionally, pupils’ outcomes were also affected by other salient factors which inform 
pupils’ behaviour and belief systems.  Some of these salient factors are the school’s assessment and 
examinations practices; pupils’ retention and progression; actual numbers of pupils graduating; pupils’ 
expectations and attitudes; teachers’ and pupils’ absenteeism; discipline and drug problems. This study 
also found high expectations from teachers, pupils, parents, and policy makers for restoring cultural 
knowledge, traditions and values.  
 
Policy makers, BOM members, teachers and parents asserted that pupil’s cognitive achievement is the 
important factor in determining pupils’ outcomes.  A policy maker in an interview articulated that 
because of the changing nature of knowledge and beliefs about pupils’ learning, teachers have to prepare 
 145
learning experiences to cater for deeper understanding and immediate applications of knowledge, skills 
and values (THEQA, p. 375).  Similarly, the school board chairperson argued that classroom activities 
have to include ‘ongoing classroom assessment that assesses pupils’ thinking, reasoning, and 
communication skills that will help them at a later stage such as when they sit for external examination or 
use later in life (BC, p. 355).   
 
Teachers welcomed the recently introduced “diagnostic testing” used to test each standard learned in 
elementary classes.  However, they asserted that better knowledge and understanding of this type of 
assessment strategy was needed to effectively use this to measure pupils’ proficiency in reading, writing 
and communicating skills.  Importantly, these teachers pointed out that expectations of curriculum 
coverage as outlined in teachers’ guides restrict teachers from selecting and covering topics other than 
those prescribed in the syllabuses.  They suggested that there are “too many objectives”.  Teachers also 
acknowledged that “teacher absenteeism and missed class lessons” (Teacher Focus Group # 7, p. 734) 
contribute to unattainable lesson outcomes.  This study found that teachers are not providing sufficient 
opportunity through remedial classes for pupils to attain proficiency and reinforcement of academic 
content and skills.  However, there is no coordination between teachers of the same grade level or 
between the lower and upper grades.  It was observed that teachers were paying little attention to the 
importance of curriculum resources, teaching style, remedial classes, feedback on pupils work, reteaching 
of content to help low-achieving pupils get up to speed (Researcher’ Field Notes, p. 720). 
 
Decision-making processes contributed to the poor attainment of intended outcomes.  There was a lack 
of collective decision making on curriculum issues, evaluation of lessons, curriculum coverage, lack of 
clarity and focus of teaching and learning activities.  A policy maker explained that this can be improved 
if classroom teachers place emphasis on performance-based assessment to measure pupils’ learning 
outcomes (APMI, p. 527).  By the same token, implications of externally imposed decisions on 
curriculum intentions and practices affected teacher decisions.  The current disparities in the 
implementation of education standards are created from different interpretations individual teachers have 
on the appropriateness of learning outcomes.  This is a result of ‘misunderstandings, confusion and 
malpractice by attempting to satisfy these requirements of curriculum’ (Teacher Focus Group #5, p. 252).  
Yet curriculum reform, encourages a specific focus on the appropriateness and mastery of academic 
standards.  Teachers claimed that they should be provided with strategies “to assess pupils’ learning 
outcomes so that students’ performance is compared to a standard” (Teacher Focus Group # 5, p. 253).  
Regardless, teachers at Boroko have relied intuitively on their own knowledge and professional 
experience to determine “what is the right level of mastery of content and skills for their class pupils” 
(DT5, p. 542). 
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The learning environment also contributes to pupils’ learning outcomes and teachers’ performances.   
Discussion groups acknowledged that pupils’ achievements in content standards are constrained by large 
class sizes, high pupil/teacher ratio, inadequate curriculum resources, and classroom setting and space.  
These factors determine the kinds of learning opportunity provided for pupils (ETY1, p. 271; KETP, p. 
336; TTH8, p. 442). 
 
Teachers’ level of understanding and knowledge of curriculum contributed to pupils’ outcomes.  
Teachers’ own inadequacies and absence of shared understanding and knowledge of syllabuses and 
intended pupils’ outcomes were common.  It was also evident that teacher commitment and professional 
development affected pupils’ performance and achievements.  Leaning opportunities provided to pupils 
were not sufficient to encourage pupils to independently engage in problem solving, research and 
analytical activities.  The lack of ongoing diagnosing and monitoring of pupils’ learning hindered any 
form of cognitive development and achievement.   
 
In addition, other limitations associated with teacher issues such as subject knowledge, teaching styles and 
professionalism also affect pupils’ performance and achievement.  Most elementary teachers’ limited 
training and professional experience to structure teaching and learning had led them to demonstrate poor 
class performance.  A senior teacher commented: 
Standards specified at selected level such as our elementary class is hard to reach because my 
observation of a normal group activity of few of our classes indicates the teacher was just 
working with four to five students on a sheet of A4 size showing them what to do.  The rest of 
the class students were left unattended and are uninterested (ETP, p. 272). 
 
Teachers’ incompetence and confidence in the coordination and evaluation of pupils’ achievements have 
been accepted as contributing to poorly achieved outcomes.  This teacher concurred: 
I think teachers in the previous grades have not prepared pupils to reach the required standard 
prescribed for the learning area such as grammar in English subject.  Pupils’ foundation such as 
grammar in English has to be developed at the lower primary (TTH8, p. 443). 
 
Pupils’ learning outcomes in the subject discipline areas are mainly learned through teacher directed 
teaching, chalkboard and textbooks exercises, and unit tests.  For instance, parents expressed that their 
grade six children are not achieving the required knowledge and skills.  Parents noted an absence of 
proficient literacy (Questionnaire #1 & #2).  Similarly, other parents and policy makers expressed that 
more could be done to improve pupils’ achievements.  This parent remarked: 
I feel my child is doing well in English and Mathematics but Science I do not know whether the 
school has a laboratory where pupils can practically see and experience what they learn in theory 
by applying these skills practically…I still see students learning Science but there is no practical 
work (PP8, p. 490). 
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The above indicates a level of interest and expectations by parents in their children’s learning.  It reflects 
the school’s attitude to teaching academic subjects without considering facilities that could support pupils 
in the performance of their learning activities.  Responses from questionnaire completed by parents 
indicated that they felt the need for more parent/teacher interaction, cooperation, and improved 
communication so that children weaknesses could be understood and addressed (Questionnaire #3 & 
#5).  Failure in communicating essential information on the pupils’ academic results, assessments, 
discipline and behaviour problems, are to some parents Boroko’s  greatest weakness (Questionnaire #3 & 
#4). 
Student discipline, behaviour and attitude 
Student absenteeism at Boroko was a concern to the teaching staff and parents.  Student absenteeism is 
another factor inhibiting achievement of subject knowledge and skills.  Other problems inhibiting pupils’ 
learning are also associated with teachers’ absenteeism, limited resources and learning opportunities 
provided to pupils.  The principal admitted that many pupils are regularly absent from classes and are 
achieving very little (FH, p. 302).  This teacher commented: 
…students’ absenteeism causes the problem where we have with diagnostic testing at the end of 
each week is that children are not present to sit the tests during that day of the tests…so at the 
end of the year, during evaluation, we have to go back and set the test again but in many cases 
children do not remember what they have earlier learnt during the year (MET3, p. 548). 
 
Pupil absenteeism was connected to teacher harassment.  Teachers were physically abusing pupils who 
arrived late for class.  A teacher claimed children’s behaviours and attitudes are shaped by boredom and 
improper care at home, therefore, when they come school they are still not motivated to learn (TTH8, p. 
443).  It was suggested that students’ performance and achievement levels are at risk if teachers and 
parents do not jointly address the absenteeism problems (EPP2, p. 476).  Some parents believed pupils 
shaped their behaviour around teachers conduct, for instance, pupils imitate teachers’ modelling (DTP8, 
p. 256).  Teachers’ absenteeism does not only affect a class of 40-50 students, but rather over 100 pupils 
because other teachers have to assume responsibility for teaching their own class as well as supervise their 
pupils (Parent Focus Group # 9, p. 634). 
 
Some discipline problems at Boroko are related to drugs and alcohol.  Many parents are concerned about 
discipline and feel teachers should monitor students who are taking drugs after school as well as ensure 
pupils can get home (PP8, p. 485).  The relationship between the school and pupils’ homes could be 
improved, for teachers to understand students’ issues which impact on learning (MP7, p. 483).  
Comments indicated that parents are conscious of social issues which have a significant impact on over 
performance and achievement levels. 
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 Assessment and Examinations 
Assessments and examinations are useful to the government as surveillance mechanisms of judging the 
level of mastery of subject standards in schools.  Teachers are not using any specific achievement strategy 
to assess the achievement of standards.  There is inadequacy in the monitoring or assessment system 
(TTH8, p. 454).  Teachers are assessing pupils’ achievements on their mastery of content and skills using 
the class teacher’s own assessment system.  These differences in assessment strategies mean little is 
known about the extent of pupils’ learning progress.  Performance assessment has to include students’ 
interests and readiness levels.  Performance information could help administrators to address content 
standards, academic levels, and integrating the process of teaching, learning, and assessment (SBM, p. 
513).  Despite the non-existence of a common school assessment reporting system, teachers at each 
grade level write pupils’ assessment reports.  A teacher initiated a working committee for the upper 
primary grades assessment system to better coordination, but this was not supported by the school 
principal (TTH8, p. 453). 
 
Teachers’ records indicated that upper primary pupils’ grades are allocated from the results of unit test 
items obtained from the curriculum texts (Researcher’s Field Notes, p. 717).  Grades varied across the 
same grades, based on teachers’ own convictions, out of a total of aggregated 100 points.  There were 
instances of upper teachers allocating grades out of 1000 marks.  It was observed copies of tests items 
were not filed.  Teachers, pupils and parents could not evaluate the mistakes because pupils’ workbooks 
only contained answers to the test items.  Teachers used their own criteria (see part 6 appendix 6) to 
grade pupils. 
 
Like the rural school, the lack of commonly agreed standards at Boroko drew a lot of criticism.  There 
was scepticism of the usefulness and fairness of such grading systems.  A parent commented that 
children are unjustly assessed on the average (norm) of other pupils in the class, because the issue at hand 
is proficiency compared to a standard and not the performance of other pupils (MP7, p. 778). 
 
It can be concluded that classroom assessments require more attention by the school.  Classroom 
performance assessment information could help teachers to specifically target pupils’ learning interests 
and academic achievement.  It could also provide school administration with a strategy to integrate 
teaching processes, pupils’ learning and assessments. 
 
Examination is another surveillance mechanism for judging pupils’ achievement of subject standards.  
The pressure for passing external examinations has shaped teachers’ behaviour leading them to coach 
classes.  Coaching is a planned activity for upper primary teachers, this coaching involves using past 
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examination papers.  Examination content substituted content and skills prescribed in the syllabuses for 
grade 8 classes.  Surprisingly, term assessment performance marks and grades include results of these 
coaching class tests and not the content areas specified for grade 8.  An upper primary teacher 
commented that “upper primary teachers had to use lesson time to run examination-coaching classes.  
They do not follow their termly programmes…teachers are continually conducting coaching classes to 
judge pupils achievements levels in the subjects examined at the national examinations” (DTM, p. 224).  
An upper primary section head concurred: 
I am preparing grade 8 students to prepare for the examination next month.  I have to set mock 
exams to prepare students.  I have a loading of 16 lessons per week.  However, since there is no 
relieving teacher to take grade 7 class I am teaching a load of 32 lessons this week… I am not 
able to assist my pupils as well as I should because of added teaching load and supervision 
responsibility for upper primary classes (TTH8, p. 257). 
 
Examination grades obtained by pupils in the grade 8 primary external examination help to rank and 
compare them against other grade 8 pupils in Papua New Guinea (TT8, p. 451).  Like the assessment 
system, parents challenge the quality of students’ outputs used for selection for secondary schools.  A 
participant explained that examination does not measure pupils’ proficiency of standards they learned but 
rather, a measure of what all Papua New Guinea grade 8 pupils must know (SBM, p. 318).  A mother 
commented: 
…my child did grade 8 and achieved good examination results to be selected for secondary 
school.  There was no proper selection that is why my child has not gone to high school…. head 
teacher, teachers and the school board members could not explain for this selection problem and 
[they] have damaged my child’s future chance [for employment] (DP8, p. 478). 
 
The above comment endorsed the educated parents’ expectation for their children to have better 
performance and achievement levels for entering secondary school.  However, the selection procedure 
has not selected students based on merit.  To these parents, externally imposed examinations have little 
meaning for their children.  Most of the students’ learning including relevant concepts, skills of speaking, 
reasoning, problem solving, cultural traditions and values are not examined (Parent Focus Group # 11, p. 
480). 
 
The percentage of students progressing from each grade is almost 100% in the elementary to primary 
years.  Attrition is very low.  Approximately 15 pupils out of 1800 pupils in 2002 left the school for 
unexplained reasons.   But only 50% of the total number of year eight pupils proceeded to secondary 
schools in 2001 and 2002.  Only 45 out of 110 were selected to secondary school in 2001 and in 2002 
only 79 out of 189. 
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Restoration of knowledge 
Similar to the rural school, restoration of knowledge refers to local tradition and values adapted as part of 
the school curriculum to make education more appropriate to the local contexts.  With the introduction 
of the education reform, much of what is planned to accommodate local standards such as cultural 
tradition has yet to take place.  The problem is mainly that many of these traditions are orally known.  A 
parent discussion group strongly felt that teachers’ knowledge of pupils’ diverse cultural backgrounds is 
an advantage.  Children can experience and appreciate different cultural values from the various ethnic 
groups present in the classrooms (Parent Focus Group # 11, p. 483).  There was a strong interest 
amongst stakeholders to involve parents by teaching traditions and language as part of the curriculum 
(MP, p. 406; PS, p. 563).  Teachers concurred that teaching strategies could be developed for pupils to 
learn about valuable traditions of different ethnic groups.  Knowledge of ethnic traditions and values can 
be taught, but first this knowledge of traditions must be written (Teacher Focus Group #15, p. 255).  
Similarly, the Minister for Education in an interview articulated that teachers at the school level have the 
responsibility to encourage, utilise and preserve cultural and traditional knowledge and translate these 
potentials as opportunities for pupils’ education (MP, p. 413). 
 
Teachers believed that assumptions should not be made about pupils’ appreciation of their cultural 
traditions and values in a metropolitan society like Port Moresby.  For instance, pupils interested in the 
“Kiwai” dance practised the dance movements but do not necessarily understand the underlying 
meanings of the rhythm” (DT5, p. 773).  Teachers emphasised the need for pupils to understand the 
meanings and reasons for certain movements.  This perspective is positive and has potential for 
appropriate development of strategies which promote restoration of different cultural traditions and 
values present within the Boroko learning community. 
 
5.5  Summary of Research Findings 
Numerous contextual issues affected the performance and achievement of teaching and learning 
activities.  First, there was general concern that teaching strategies employed by teachers did not 
encourage deeper understanding and application of knowledge and skills.  There was a lack of common 
on-going classroom monitoring or assessment guidelines for assessing pupils’ achievement.  The absence 
of coordination amongst teachers allowed grade progression without checking their level of proficiency 
or mastery levels.  Second, the implications of decision making in relation to pupils’ learning outcomes 
were not addressed.  Teachers have had to develop their own assessment strategies.  As a result, parents 
challenged these results on which selection for secondary school are based.  Third, the school and 
classroom environment influenced pupils’ performance and achievements.  Insufficient curriculum 
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resources and facilities have implications for effective teaching and learning.  Fourth, teachers’ 
inadequacies in understanding syllabuses, their limited knowledge for assessment theories and practices 
contributed to contested pupils’ outcomes.  Finally, assessments and examination are perceived as 
surveillance mechanisms for the government but had no significance to the pupils and parents.  
Participants felt that social issues and local knowledge need to be acknowledged. 
  
The next chapter contains discussions of the key issues explored in this research. 
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CHAPTER SIX 
DISCUSSION OF FINDINGS 
 
6.0 Introduction 
Chapter 5 presented stakeholders’ perceptions and understandings of education standards in one rural 
and one urban school in Papua New Guinea.  The literature that reflects an international view of 
standards (Chapter 2) and how this links to the Papua New Guinea context (Chapter 3) informs these 
discussions on stakeholders’ perceptions and understandings of national standards.  It was intended 
that knowledge of standards derived from this classroom first approach investigation in the two case 
elementary and primary schools be perceived as representative of the level of understandings and 
practices by teachers in Papua New Guinea. 
 
This study sought to identify ways in which immersion in national education policy and local 
implementation can be encouraged in the long term interests of the local society and the role of Papua 
New Guinea in the world.  Since the focus of this study was specifically on the teachers’ perceptions of 
the national education standards, the following research question emerged. 
 
The primary research question for this study is: 
How do teachers in the urban and rural schools in Papua New Guinea perceive the national 
education standards and the implications of these perceptions for future policy making?  
 
The sub-questions used in exploring and extracting these perceptions and understanding are: 
1 What factors do teachers believe influence their interpretation of national standards? 
2 How do local stakeholders in the urban and rural areas perceive teachers’ 
interpretation of national standards? 
 
This chapter is presented in four sections.  The first part of this discussion provides a response to the 
main research question and sub-question 1.  The second part of this chapter discusses the findings in 
relation to sub-question 2.  The third part synthesises stakeholders’ perspectives of national standards 
and whether these are congruent within a context of educational change.  The final section highlights 
the causes of the achievement or under achievement of national standards. 
 
6.1  Structure of this Chapter 
 
This next section discusses findings which respond to the main research question.  While the main 
research question was the overarching point for this investigation, the findings of this study suggested 
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that while stakeholders had some understanding of education standards, they were more concerned with 
daily events and the practical routine adhering to set duty statements.  Similarly, focusing on pupils’ 
learning takes second place to teachers concentrating on mundane routines.  Teachers’ perceptions and 
understanding of education standards demonstrated that these factors were more important to them than 
thinking about and aspiring to set national standards.  Some of these factors emerging from this research 
are consistent with elements of education standards perspectives as discussed in Chapter 2.   These 
include: 
• teacher preparation and certification; 
• teacher knowledge of curriculum; 
• teacher performance of standards; 
• professional development; 
• pupils performance standards (including assessment and examinations);  
• local stakeholders perceptions teachers’ interpretation of standards;  
• national education standards and reality of schooling practices; and 
• cultural factors and national education standards. 
 
6.2 Teachers’ Perceptions and Understanding of National Standards 
 
This section discusses teachers’ perceptions and understandings of national standards in Papua New 
Guinea elementary and primary schools.  These discussions will therefore, respond to sub-question 1: 
What factors do teachers believe influence their interpretation of national standards? 
 
This study found local, school and community factors influenced teachers’ perceptions of the 
implementation of national standards.  As stated above, teachers acknowledged the importance of 
national education standards.  However, their efforts towards achieving these educational standards are 
highly influenced by contextual factors.  This is consistent with literature discussed in section 2.5 and 
Chapter 3.  The following categories will illustrate how the local context influences and affects teachers’ 
professionalism and their achievement of education standards in Papua New Guinea. 
 
6.2.1 Teacher preparation and certification 
 
The development of teacher education programmes had its genesis in 1900 in Papua New Guinea.  
Teacher education commonly refers to both pre-service and in-service programmes which adopt the 
formal approach of instruction at teachers’ colleges.  More recently, there have been initiatives to offer 
teacher education programmes through distance learning.  This study found teachers emphasise the need 
for a reconsideration of the two modes of teacher education programmes.  First is the initial teacher 
preparation and the second is teacher certification.  The recent desire by stakeholders to separate teacher 
preparation and certification was exacerbated by the changes in the duration of initial primary teacher 
education.  Prior to political independence, a two-year program was offered.  As discussed in Chapter 3, 
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this changed to a three- year program in 1991.  Since 2001, the initial primary teacher education 
programme has returned to one of two-years duration. The other important factor influencing this 
perception is the restructure of primary schools.  This specifically concerns the inclusion of compulsory 
elementary school with grades seven and eight being shifted to the secondary education structure.  
Accordingly, teachers in this study felt some inadequacy in subject knowledge background for teaching 
years seven and eight.  The second was their inability and knowledge to successfully implement 
curriculum requirements.   
 
Participants’ comments about teacher education and teacher competencies indicated that substantial 
improvement is needed to the current teacher education programmes.  Specifically, it can be concluded 
that the teacher education curriculum needs to be reconceptualised to address pedagogical knowledge 
and practice skills.  Curriculum has to address real problems experienced by classroom teachers, for 
example curriculum evaluation.  The following accounts express this perception. 
…more efforts have to be made in restructuring teacher education to address teacher preparation 
and teacher certification…better trained teachers and in-service training are very much needed in 
our schools for classroom teachers to understand that improving children’s foundation skills will 
encourage children to be competent, and speaking… particularly where elementary teachers are 
involved (SBM, p. 510). 
 
Concerns over teachers’ and pupils’ performances are connected to the pre-service teacher education 
programmes.  The study found teacher competence in teaching and structuring learning was limited to 
the subject content previously taught.  It was revealed that teachers gained a level of confidence and 
familiarisation through multiple practices in teaching the same lessons many times.  As a result there was 
duplication of lessons and activities, rather than progression.  Teachers are interested in new ideas in 
teaching and learning, but are restricted by their lack of confidence and understanding of subject content.  
A strong emphasis was on the need for appropriate subject knowledge for accurate curriculum 
interpretation (Focus Group #6, p. 785). 
 
McNamara (1989) and McLaughlin (1997) have pointed out that substantial improvement is needed in 
the current teacher education programmes, particularly the teacher education curriculum to address the 
pedagogical knowledge and practice skills of graduating teachers.  In this study, teachers and policy 
makers supported this stance.  However, they presented different understandings which revealed the 
disparity of perceptions with the current practices of teacher preparation and certification. Some 
interviewees supported the current apprenticeship approach to elementary teacher training.  Higher 
education policy makers disagreed with the current teacher preparation curriculum at the teachers’ 
colleges.  They suggested that a broad range of disciplines be presented.  Policy makers believed ongoing 
research is needed to explore alternatives for teacher preparation and certification.  Moreover, they 
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suggested that strong links between senior secondary school and the teacher education curriculum are 
needed. 
 
The findings from this study revealed policy makers’ perceptions about teacher education programmes 
for elementary and primary teachers.  These perceptions emphasised teachers’ understanding of teaching 
and learning outcomes.  They asserted the lack of graduate commitment and content in the academic 
disciplines (KPM; Focus Group #12).  Such teachers teach according to handbooks because of their 
limited content backgrounds (Focus Group #12). 
 
Policy makers within the Ministry asserted that teacher educators’ professional qualifications have to be 
raised.  They believed teacher educators must be proficient themselves if they are to provide education 
for student teachers.  This study confirms previous research on teacher education in PNG (McLaughlin 
& McLaughlin, 1995; McNamara, 1989; Turner, 1996) which has argued that teacher educators’ 
knowledge and professionalism is a vital ingredient of quality teaching and learning in primary schools.  
 
6.2.2 Teacher knowledge of curriculum 
 
In standards based education, teachers’ actions are shaped and mobilised around best knowledge 
(Foriska, 1998).  For instance, if teachers believe that best knowledge is offering pupils regular practices 
for pupils’ learning to be improved, they will engage in this practice.  Some of the best knowledge needed 
by the teachers is research-based knowledge about classroom practices such as pre-writing, information 
retention and revision, leadership and its impact on pupils’ achievement, responsibility for curriculum, 
class organisation, and professional development learning teams.  Teachers’ performance of content and 
curriculum standards are influenced by their beliefs and understanding of knowledge of subject content, 
their professional skills, knowledge of home and school community, curriculum and assessment (Hill & 
Crevola, 1999).  Marsh (1999) argues for more teacher commitment and knowledge of best ways to utilise 
and allocate resources to provide pupils with better opportunity to learn. 
 
Generally, teachers’ actions are driven by knowledge culminating from their competencies acquired 
through pre-service teacher education, professional experiences and utilisation of established research 
knowledge to translate standards into practice.  Much of what can be accomplished is also dependent on 
teachers’ beliefs, understandings and their commitment to students’ educational achievement standards.   
 
The study revealed elementary and primary teachers pay little attention to school goals.  Teachers’ focus 
group discussions indicated that teachers could not see connections between official national goals 
informed by education philosophy (Matane, 1986) and teaching and learning activities (Teacher Focus 
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Groups #1, #3).  Without shared visions, teachers in the same school strive for different sets of goals 
(standards).  They translate content standards according to their own understandings, which results in 
different learning experiences for different classes.  This is dangerous because in a standard-based system, 
teachers and principals must be directed by a knowledge base that informs teachers’ efforts in reaching a 
common standard. This standards perspective is intended to generate change in which teachers and other 
stakeholders operate in cohesive teams rather than work in isolation (Foriska, 1998).  However, this study 
identifies an unfortunate situation whereby teachers work in isolation and have varying perceptions about 
their school goals. 
 
For schools to be effective, teachers have to aspire to the common goal of improving the educational 
achievement standard of their pupils.  Schools’ preferred vision (standard) must drive teachers to aspire 
for better learning outcomes and therefore teachers have to utilise best available “knowledge” on content, 
curriculum and performance standards.  Some of the best knowledge can be derived from teachers’ own 
knowledge and skills generated from research and experience of their work within schools (Foriska, 
1998). 
 
Teacher knowledge must be based on a best-evidenced synthesis of factors that influence instructional 
effectiveness (Scheerens & Bosker, 1997).  Unless teachers are proficient in competency areas such as 
frequency of assessments, appropriate content coverage and time on task, the realities of classroom 
situations will prevent teachers from negotiating alternatives. 
 
The findings of this study also revealed that educational goals are not integrated in the curriculum 
standards and are not considered as important for pupils’ achievement (Teacher Focus Group #1, #5 
and #6).  In contrast, schools are paying lip service to lifelong standards aimed at learning outcomes 
across disciplines.  This has long-term impacts on the appropriateness of pupils’ learning outcomes and 
the fulfilment of lifelong learning within society.  Papua New Guinea has not yet balanced the 
educational needs of the two aspects of its society.  Though national education standard policies strongly 
pinpoint the efforts needed to bridge the needs of rural and urban societies, this emphasis is far from 
being achieved.  This study argues that unless teachers are knowledgeable about translating national 
education policy, standards specifically aimed at strengthening lifelong learning needs will not be 
achieved. 
 
6.2.3 Teacher performance of standards 
 
In the previous sections teacher education and teacher knowledge of curriculum were discussed.  This 
section expands on elements within teachers’ knowledge and performance of standards important to this 
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study.  This includes the teachers’ decision-making process when planning and implementing curriculum 
in elementary and primary schools.  
 
Teachers need to play an important role in all decisions on student learning.  This can help them to 
develop new standards at the classroom level to fill literacy learning gaps experienced amongst 
educationally disadvantaged students.  Once teachers know there is a nominated benchmark or minimally 
accepted standards, they can experiment with new teaching and assessment methods to achieve these 
minimally accepted standards (Husen & Tuijnman, 1994).   
 
Most criticism of standards in schools is aimed at curriculum content, the level of mastery, and 
assessment methods.  However, the issues in schools are also about the approaches Papua New Guinea 
has adopted for setting standards.  Different conceptual foundations for setting standards are discussed 
by key authors identified in this study (Gardner, 1999; Thomas, 1994). 
 
This study found teachers made their own decision to choose subject content and curriculum standards, 
rather than teaching from their prepared lessons.  They follow practices based on their imprecise intuitive 
decisions based mostly from the acquired knowledge and skills from professional experience.  Thomas 
(1994) articulated that: 
no decision-making is solely a function of conscious logic…. Decision making always includes a 
measure of intuition that reflects unconscious motives, emotions, and subliminal calculation of 
unrecognised but influential factors…any attempt to ignore thought processes that operate below 
the threshold of consciousness is a self-deception (p. 114). 
 
Teachers in this study demonstrated practices illustrating the above argument.  Teachers were engaging in 
a form of logical analyses of translating standards into practice.  In contrast, there was a discrepancy 
between teachers’ intuition in appropriate decision making including intended content standards, and the 
degree of focus and commitment to the levels of students’ achievement.  This was illustrated by, first, the 
ways in which teachers’ professional input in the curriculum process impacts on their planning and 
programming.  This was dependent on an appreciation and recognition of their efforts.  This study found 
that systemic rules and regulations prevent teachers from using their own initiative.  This finding revealed 
a major contextual factor in Papua New Guinea schools.  This confirmed previous observations that 
teachers demonstrate their obedience by teaching from the syllabuses and complying with their job duty 
statements. (Tololo, 1995)  Tololo asserted that such dominating structures, procedures, and legislation 
are preventing teachers’ flexibility to achieve good decision- making through consensus, collaboration 
and cooperation with the administration.  Teachers were superficially performing and are unclear about 
the real intentions of the standards and their impact on learning.  This is a demonstration of obedience by 
teachers known as a “dominance model of influence” (Wenger, 1998, p. 26). 
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Moreover, this study found many examples of such obedience, demonstrated through teachers’ 
preparation of planning and programming guides, and production of pupils’ assessment and term reports.  
These artefacts are superficial, designed to meet outside expectations without any significant evidence of 
teachers’ reflections.  Evidence from teachers’ and pupils’ artefacts such as teachers’ programs and pupils’ 
workbooks revealed that obedience is not a real demonstration of teachers’ competence because lessons 
were not evaluated and pupils’ learning outcomes were not measured.  There was great disparity in lesson 
activities and assessment methods covered by individual teachers teaching the same grade levels.  This 
indirectly prevents rational discussion and negotiation amongst colleagues and inspectors on specific 
learning problems. 
 
Second, this study revealed that there is lack of any clear focus in relation to setting clear standards or 
nominated benchmarks (Foriska, 1998).  Elementary and primary teachers have no common respective 
minimally accepted standards that have been translated and agreed upon.  Gardner’s (1999) concept of 
translating standards in the dialect of the people does make sense in this content.  Individually or group 
content standards have to be written as nominated benchmarks or minimal standards in simple and 
concise language for easy interpretation.  Teachers in these two schools suggested this is possible through 
established curriculum and assessment committees (MPM, p. 702).  Their approach is legitimate because 
improvement in setting clear standards to match pupils’ learning gaps is best done by those responsible 
for determining and implementing the national standards (Gardner, 1999). 
 
Implementation of standards has to involve teachers in schools who for the most part of their classroom 
work have learned the concerns of pupils (Schubert, 1997).  Therefore, schools should utilise teachers’ 
knowledge of good ideas from curriculum teams as the basis of curriculum improvement and 
accomplishment of pupils’ learning outcomes.  The use of teacher collaboration culminating in the group 
sharing of common knowledge and clear goals is one such approach that defines a school’s progress 
(Tucker & Codding 1998). 
 
A concept that helps generate and legitimise teacher collaboration is the “community of practice” 
(Wenger, 1998, p. 28).  This concept of “community of practice” details the idea that teachers and 
principals essentially can create a common sense, a shared meaning across a group which is united and 
involved in practices that bind them together.  Groups can then take responsibility for change such as 
agreeing upon nominated benchmarks or minimally accepted standards and how learning outcomes can 
be achieved (Marsh, 1999).  They become a community with practices that reinforce what they believe. 
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At the time of this study there was no evidence to suggest that the concept of “community of practice” 
was in existence in either that rural or urban school.  Instead, there was a culture of teacher isolation.  
Teachers believed that there are ways in which shared common practices can be promoted in both 
schools.  They suggested cross discipline or grade level teams to make decisions and generate shared 
common understanding of teaching and learning activities.  This would encourage better coordination 
and cooperative work amongst teachers.  This approach may then lead to the establishment of a culture 
of collaborative teamwork within schools to foster a climate of support and encouragement, and 
eventually, entice teachers to believe in, and be committed to, its success.  As other research on teacher 
collaboration in schools has found, teachers help one another to make changes in the improvement of 
standards in teaching and learning (Marsh, 1999).  Some of these ideas have helped to reinforce 
improvement in teachers’ abilities and skill development in their jobs and facilitated a clear definition of 
achievement of standards (Darling-Hammond, 1997). 
 
Teachers from both schools in this study were keen to participate fully in the decision-making curriculum 
processes, pupils’ achievement of standards and their professional growth.  At the time of the study, Baki 
(2002) and Somare (2002) encouraged teachers and leaders to interpret and understand government 
polices in schools, (These statements were instructed by the Prime Minister and Secretary of the Ministry 
of Education).  To achieve the above, teacher isolation has to be acknowledged and abolished.  A new 
mind shift needs to be considered and opportunities need to be created for working teams to look at 
improvement programmes in schools.  Teacher isolation is connected with the non-existence of 
commonly shared focus and direction in the two schools.  Teacher isolation has led teachers to 
professional ignorance, inability to discuss school goals, having clear standards and expectations, and how 
pupils’ achievement of standards would be measured.  
 
Teachers’ willingness to change this culture of teacher isolation was demonstrated during this study.  
During the course of this study, teachers actively engaged in discussions of national goals and standards.  
They did this through consulting sources such as policy documents and other professional colleagues.  It 
seems that unless teachers in schools work together to discuss school goals, having clear standards, 
decide on common assessment methods and other associated improvement strategies, the current 
weaknesses that exist in schools will remain unresolved. 
 
Third, in the context of the rapid change that defines schools and teachers’ beliefs and understandings, 
teachers continue to struggle with new and demanding set of expectations of schooling.  As generalist 
teachers, collaborative approaches would be a most appropriate tool to share ideas on effective 
professional learning.  This study found no professional development structure exists in either school to 
promote and develop teachers’ professional needs.  Furthermore, the absence of any effective 
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professional development programme has directly created a lack of commitment to teaching and 
generated an environment which nurtures teacher individualism or isolation.  This is consistent with 
research by Gibson & Iamo (1989) and McLaughlin (1990) who found that teachers were depending on 
those people in the positions of authority such as head teachers and inspectors to provide supervision for 
professional advice.  
 
Teacher collaboration and the development of improvement strategies (Marsh, 1999; Foriska, 1998) 
within schools are relevant to Papua New Guinea situations.  This study found that teachers were 
interested in and enthusiastic about effective means of professional learning in schools.  Teachers 
acknowledged that they cannot improve if they remain professionally isolated.  Teacher collaboration is 
essential for addressing curriculum issues and aspirations towards a common goal.  Similarly, the 
concerns of oversized classes, multi-grading and lack of curriculum resources could be addressed at 
school based professional development workshops.  The absence of teacher collaboration to solve 
curriculum problems within schools had implications for school leadership and planning of professional 
development programmes planned by the Teacher Education Division within the Ministry of Education. 
 
This study found teachers have problems in translating clear standards and expectations from the 
syllabuses to practice where they could examine or measure students’ performance against these 
standards.  Furthermore, they were not able to modify their practice and allocate resources to provide 
conditions for pupils in the performance of content standards.  This in part was greatly influenced by 
teaching methods which continue to hinder their achievement of standards.  Without adequate 
professional guidance, these teachers will not translate past practices to better and appropriate strategies.  
As a result, teachers are not committed to work in teams to revise and evaluate their teaching activities.  
Given teachers’ lack of insight about how research ideas can provide better alternatives for professional 
guidance, they adhere to the lesson activities they are accustomed to teach.  Teachers are still clinging 
onto, and are comfortable with, their accumulated past practices.  For instance, teachers in the two 
schools duplicate content and curriculum standards directly from the official curriculum texts. 
 
Conventional teaching defined by teaching procedures are generally acceptable as teacher-centered.  That 
is, teachers are almost entirely responsible for how the teaching is done and to a lesser extent are 
responsible for choosing the curriculum materials or teaching what will be taught.  Teaching continues to 
be characterised as mechanistic, mirroring those teaching and learning styles described by McLaughlin & 
O’Donoghue (1996) because teachers are still employing rote styles of teaching and learning.  This 
tradition has shaped their beliefs and understandings and commitment to teaching tasks and is partly 
contributing to pupils’ low level of creativity and problem solving skills. 
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Another factor affecting teachers’ performance of curriculum is teacher familiarisation with subject 
content.  Findings of the study revealed that neither rural nor urban teachers were capable of identifying 
appropriate resources, or identifying teaching and learning methods which could achieve the desired 
educational outcomes.  This could happen only if they were committed to individual pupils learning 
needs. Such knowledge would guide teachers to refine and implement an approach to improvement (Hill 
& Crevola, 1999). 
 
The other contributing factor which promotes effective learning is the relevance of the curriculum to 
community living.  Pupils need to see the connection between school and life in the wider community 
(Eisner, 1996).  The relevance of school to community living has a powerful effect on teaching and 
learning (Gardner, 1999).  The premise for improving pupils’ learning outcomes is heavily dependent of 
teachers’ knowledge of “proximal” factors (Hill & Crevola, 1999).  This involves those factors closest to 
the instructional process, such as classroom practices rather than “distal” factors such as state and district 
rules and regulations.  Furthermore, teacher knowledge of “proximal” factors were indeed vital in the 
coherence and depth of the beliefs and understandings that underpin the response, the rigor and 
sophistication with which every aspect of schools and school systems is examined, redesigned, and 
managed to ensure that high standards are achieved (Hill & Crevola, 1999, p. 123). 
 
Some of the schools’ weaknesses were quite serious.  For instance, this study found that approximately 
70% of 126 teachers (see Table 5.2.1) failed to teach to the required content and curriculum standards.  
Guy et al. (1997) relate failure to adhere to standards as being due to teachers’ inability to transfer 
knowledge from syllabuses to lesson activities and therefore, avoiding teaching lessons.  In this study, 
most lessons were pre-planned with lesson objectives showing how subject content can be taught, but are 
not necessarily written to address learning gaps.  This was revealed in previous research on pupils’ 
achievements which reported that less than 30% of primary pupils reach secondary school in Papua New 
Guinea, and those who do vary markedly in their reading, writing and speaking skills (Ross, 1991).  Most 
graduates leaving primary schooling have great disparity in their reading and writing abilities illustrating 
the need for clear nominated benchmarks or minimal acceptable standards (Ross, 1991).  Teachers are 
not able to establish percentages of their class pupils with low or high achievement records because there 
are no consistent or reliable monitoring or measurement systems in place.  Matane (1986) asserted that 
students who leave after completing primary school are perceived as failures of the school system and 
have reduced opportunities for employment and have low self-esteem.  The above comments explain the 
real reasons for clearly nominated benchmarks to be developed and used by teachers.  
 
The other main weakness affecting teachers’ performance was connected to levels of input into schools 
such as resources, teacher/pupil ratios, time allocation, class sizes, and community support that restrict 
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opportunities for pupils to learn.  Pupils’ opportunities to learn are dictated by allocated time and teacher 
capabilities.  Marsh (1999) and Odden (1999) stated that levels of input such as resources, teacher/pupil 
ratio provide necessary conditions for pupils to perform at content and curriculum standards.  The 
situation in the two schools revealed both teachers and pupils are not satisfactorily accomplishing content 
standards as a result of unsatisfactory opportunities provided for learning (section 5.3.1 for rural and 
5.4.1 for urban school). 
 
The study found that teachers’ own commitment to planning and programming, assessment methods, 
and evaluation of programmes contribute to poorly performed lessons.  Hill & Crevola (1999) and 
Foriska (1998) asserted that classroom and teaching programmes shape teachers’ beliefs and 
understandings therefore if teachers do not attend to these, it will impact on student learning.  Repeatedly 
in this study, curriculum implementation was found to be not effectively adhered to as planned because 
of constant teacher absenteeism and disruptions by unplanned and unrelated events and activities.  Daily 
and weekly diagnostic skills tests are being overlooked.  Similarly, questioning for assessing pupils’ 
understanding revealed that very little occurs in class since pupils’ lesson interaction is limited by the 
amount of copying notes from text books or chalkboard undertaken.  Pearse (1990) found similar 
experiences in his classroom observation that teaching styles limited pupils’ opportunities to ask 
questions.  He asserted teachers do all the talking and children orchestrated the words or answers.  This is 
also consistent with the concept of conventional teaching defined mainly as teacher-centered discussed 
by Cruickshank (1990). 
 
Observations of lessons in this study revealed that teachers were unable to elicit and reinforce desirable 
learning behaviours.  They lack skills to identify learning gaps for remedial and within multigrade classes.  
Teachers insisted on the need for professional development programmes to increase their skills in writing 
clear learning targets or benchmarks for pupils’ learning.  Similar studies in the past also revealed that 
teachers in rural and urban schools require further professional development to foster improvement in 
their pedagogical skills (Guthrie, 1985; McLaughlin, 1995).   
 
Planning and programming as curriculum standards skills are important for teachers.  Where teachers see 
direct links between planning and programming and effective instruction, managing the classroom, 
monitoring of pupils’ performance and communicating pupils’ achievements with parents, and teachers 
understand the demands placed on them by stakeholders’ expectations including inspections, pupils’ 
achievements and progress, they will develop mechanisms to demonstrate that they are performing to 
these expectations.   However, the situation for Papua New Guinea teachers is quite the reverse.  
Teachers are pressured to know about distal factors such as inspection, externally imposed job 
requirements for teacher registration, promotion or tenure to positions, and therefore pay little attention 
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to proximal factors such learning gaps in literacy, mathematical skills, writing and other associated 
learning skills.  Teachers in the two schools were poorly achieving content and curriculum standards 
belonging to specific subject disciplines for various reasons.  For instance, this study found that most 
teachers have limited educational backgrounds and competencies in the elementary and primary academic 
subject content, mirroring again the research findings of Weeks (1985), Guthrie (1985), Kenehe (1981), 
Matane (1986), and McLaughlin (1994).  This situation is by no means just the teachers’ problem but 
more associated with the pace of development of the system of education and teacher education 
curriculum.  
 
Teachers are not proactive in seeking assistance from other colleagues, schools, resources and 
professional bodies for professional support.  Instead, they are too dependent on provincial authorities 
sending materials and professional assistance from inspectors.  Much to their dismay, their expectations 
are not fulfilled.  
 
Therefore, the suggestions made by the schools for the creation of curriculum and assessment 
committees are worth contemplating so that schools have more curriculum responsibility.  This would 
mean that teachers’ professional input in making conscious decisions about what content standards are 
important to teach as part of curriculum process within each school would be enhanced.  When teachers 
are able to weigh the resources and students’ learning needs, they can simultaneously structure their 
teaching strategies to enable students to achieve the learning outcomes.  According to Cruickshank (1990) 
such initiatives are forms of augmented conventional teaching because additional resources supplement 
teachers’ teaching.  This can also lead to teachers making modification to content standards in some 
special way to accomplish a different emphasis.  Therefore, elementary and primary teachers have to 
begin to assume the responsibility for curriculum, particularly in lower primary, including elementary, 
classes.  This recognises teachers’ professional inputs in taking responsibility for curriculum processes, as 
depicted by this participant: 
Teachers assuming the responsibility for curriculum will enable teachers to plan and develop 
curriculum that suits pupils’ contexts.  I think you should allow flexibility, teachers’ responsibility 
for curriculum allows innovative teaching and learning activities.  It allows teachers to assess 
teaching strategies, learning goals, resources within the classrooms.  In terms of 
standards…teachers’ direct involvement in determining what goes in the curriculum after 
weighing the resources within school, teaching approaches that could be used will contribute to 
better student performance of standards that are planned and achievement of standards.  We 
need to have guidelines that will help teachers to develop school curriculum starting from 
elementary school to achieve objectives in the national guidelines (APMI, p. 528). 
 
As accorded by elementary and primary teachers, the responsibility for curriculum is a good initiative 
since times have changed (Focus groups #3, #4).  Therefore, school curriculum has to continue to re-ask 
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what is appropriate for the changing times to fulfil essential learning needs.  Teachers should be 
committed to ongoing review, exploring and constantly developing new ideas, in particular “new 
techniques and experimenting with what would be better for students” (KPM, p. 435).  This demands a 
flexible national curriculum to allow teachers “to teach differently to meet the different situations that 
they face in schools” (NHEI, p. 469). 
 
Summary of teachers’ performance of standards 
This study found that first, teachers’ capabilities influence Papua New Guinea’s standard-based 
curriculum and their commitment to the education goals, and pupils’ achievements of national standards.  
Second, externally imposed policies and requirements (dominance of influence) impacted on teachers’ 
work.  For instance, the inspection requirements for promotional purposes and functional roles dictated 
by duty statements influenced teachers’ performance.  Third, teacher factors associated with teacher 
education programmes, knowledge of the curriculum and teacher beliefs and understandings affect their 
professional commitment.  Teacher isolation is an acute problem.  Teachers are making imprecise 
intuitive decisions, based on what they believe is right and will work.  Often, pre-planned lessons are 
ignored.  Importantly, this study found that there are no clearly nominated benchmarks or minimally set 
standards for each grade level, causing difficulties in measuring pupils’ levels of mastery of content 
standards.  There are no common assessment methods or monitoring systems agreed upon by teachers as 
a professional group to measure pupils’ mastery of content.  This is exacerbated by a lack of a common 
focus and direction by the teaching staff.  Teachers in both schools were unclear about national literacy 
and numeracy concerns, and their translations into teachers’ own curriculum decision-making processes.  
 
As a result, interpretation and translation that occurs between content standards-to curriculum standards-
to pupils’ learning outcomes is vague.  While teachers in these urban and rural schools acknowledge these 
difficulties, they suggest the need for curriculum and assessment committees to be established.  Further, 
teachers suggest the need for improved communication, coordination, teacher collaboration, and 
provision of in-service and professional development sessions.  These have implications for flexible 
school based leadership teams, drawing on teachers’ professional talents and skills, in an atmosphere 
which encourages contributions from the learning community to take ownership of the learning 
processes. 
 
6.2.4 Professional development learning teams 
 
A relevant theoretical perspective influencing successful professional development in schools begins with 
school-based shared decision-making teams by involving all teaching staff.  Teachers’ own beliefs, 
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understandings and confidence in their professional working teams through a collaborative approach can 
create a culture and a process for ongoing improvement in schools (Hill & Crevola 1999).  Based on this 
perspective, principals have to provide effective leadership to enhance teachers’ understanding, 
motivation and commitment to their professional growth.  Such efforts are not only necessary for 
improving pupils’ learning outcomes, but are also critical for teachers’ learning within their schools.  
Effective professional learning in schools must be driven by an effective leadership which is committed 
to involve intensive, sustained, theoretically based yet practically situated, learning focussing on an 
observable good practices, coaching, mentoring, and reflective ideas (Fullan, 1993; Hills & Crevola, 
1999).  Therefore, on-site professional learning in schools is powerful when teachers work as members of 
a team.  
 
Discussions on teacher preparation and certification, teachers’ knowledge of curriculum and performance 
of standards in sections 6.2.1 and 6.2.2 exemplify the significance of teacher professional development in 
the two schools used in the case study.  The findings from this study revealed there is overwhelming 
support for effective, ongoing, and practical professional learning opportunities for teachers to improve 
teaching and learning (Teacher Focus Groups #5 and #6; SBM, p. 514).  An analysis of the mandated 
time allocation curriculum coverage reveals that the establishment of professional learning teams could 
be manageable within the current timetabling requirements.  However, the mandated teachers’ roles and 
functions as prescribed by their job descriptions prevent these teachers from demonstrating any intrinsic 
motivation or commitment to teamwork to resolve curriculum and school issues.  Instead, teachers 
perceive professional development activities as a function of principals as defined by their duty 
statements.  Section heads in these two schools plan, schedule and lead these sessions on the advice of 
the principals.   
 
Professional development activities are acknowledged by the National Department of Education, 
specifying five working days in the academic year, for school based professional development 
sessions/in-service activities.  Professional development sessions dates and themes are externally 
proposed each year.  Teachers in this case study valued the opportunities and incentives offered during 
the scheduled activities.  However, the directives for the National Department of Education tend to 
inform teachers’ perceptions and expectations that externally generated themes, expertise and resources 
hold more tangible value in contrast to their own generated solutions to their professional learning and 
development.  
 
Another professional-development concern among teachers involves the inappropriateness and 
impracticality of externally developed themes for teachers’ professional development workshops.  
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Teachers were concerned about their own proficiencies, capabilities and resources to appropriately 
identify information and resources with which they could engage.  For instance, these participants 
commented: 
…we find externally imposed school-based themes are not well understood and supported with 
the required resources, but we try to fulfil these using our own initiatives (Teacher Focus Groups 
#6, p. 493).   
 
As discussed above, teachers’ perceive professional development opportunities as a function delegated to 
the principal by the National Department of Education as the employing agency.  However, teachers in 
this case study acknowledged the importance of identification of teachers’ needs within the school.  They 
recognised the principals’ roles in identifying and scheduling of professional development opportunities 
on the school-based approach which include their teachers’ personal and collegial interests and needs.  
Teachers suggested that positive change and improvement to the quality of teaching could depend on “all 
teaching staff learning and doing the skills that interest teachers the most” (Focus Group, # 19). 
 
From this study, a number of issues relating to school-based professional development/in-service 
sessions were related to the lack of clarity of focus or common goals among teachers and school 
leadership.  For instance, the concerns of multigrade, remedial, oversize classes, allocation of resources, 
teacher and subject time allocation, and outdated (ghost) radio broadcast subject programmes are some 
examples that could generate appropriate and meaningful school-based professional development 
sessions.  The lack of a shared common vision restricts teachers and the school principals from 
effectively identifying teachers’ needs and scheduling meaningful professional development activities. 
 
Typically, teachers at the two schools did not improve professionally by continuing to work in isolation.  
Unless teachers assume and share responsibility for the learning outcomes of all pupils under their care, 
successful learning cannot become a shared responsibility rather than the responsibility only of the 
individual classroom teacher.  In the absence of professional learning teams in both schools, teachers 
therefore were not able to assume responsibility for each other’s professional growth and development.  
Successful teaching is a shared responsibility if teachers work together because as a group they provide 
both pressure and support for each respective member of the group to improve. 
 
This study found that teachers and principals in these urban and rural schools have little opportunity to 
work as a team and incorporate strategies such as coaching, mentoring, and reflective ideas in 
professional development activities.  There was plenty of evidence to suggest teachers worked in 
isolation.   
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Increasing teacher professional competence could result in better teacher professional input in the 
enhancement of pupil learning outcomes (Day, 2000).  This is consistent with the focus group 
discussions in this study about creating grade level teams or interdisciplinary working teams to jointly 
plan and design teaching and assessment methods that would enhance their productivity.  In this study, 
the focus group discussions on new curriculum subject texts challenged teachers to appreciate that 
teacher corroboration would be the means to create new ideas and perspectives to improve their practice.  
The evidence of interaction between teachers suggests future improvement will depend on teacher 
corroboration in schools where information on curriculum resources, lesson programming, and 
challenges of large class sizes could be shared.  Effectively, teachers sharing of knowledge of their own 
contexts will lead to better decisions on how to solve curriculum problems.  For instance, the problem of 
rote teaching and learning styles (McLaughlin & O’Donoghue, 1996) can be avoided when teachers 
develop trust and increase their understanding by sharing information on teaching strategies. 
 
Evidently, the findings revealed there were no established systems in the schools to deal with curriculum, 
teaching and learning issues which include the absence of coordination, coaching, collaboration and 
corroboration.  These are useful strategies but not encouraged at the school level for the teaching staff.  
Students are inconvenienced by teaching styles that limit them from opportunities that could involve 
further reading, multiple practice of learning activities and the lack of sufficient time to accommodate 
missed lessons or remedial classes.  This is compounded by poor feedback mechanisms and unforeseen 
disruptions of daily lessons. 
 
It can be concluded in this study that on-site professional development learning teams are absent in both 
schools.  For these teachers, successful professional development opportunities are those externally 
generated and offered.  As discussed in chapter 5 (sections 5.3.2 & 5.4.2), teachers associate professional 
development with certification awarded through teacher educational institutions.  Such being the case, 
on-site professional development is considered as a function of the principal and the leadership team.  
Sadly, when little attention is paid to on-site professional development by the principals, teachers tend to 
work in isolation, creating a situation in which there in little collegial teamwork, collaboration and 
corroboration among members of the learning community.  
 
Given the above scenario, effective teachers will need to draw from their pre-service academic 
knowledge, skills and professional experience to collaborate and support one another.  This study finds 
that teachers and principals need to create a strong culture of professional working teams.  Improving 
pupils’ learning outcomes in the rural and urban schools is utterly dependent upon improving the quality 
of classroom teaching and resources.  Therefore, teacher professional learning teams are an important 
concept for teachers in both rural and urban schools in Papua New Guinea.  Any successful 
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transformation of this situation will require a collective effort from educational policy makers, institutions 
of teacher education, provincial education agencies, teachers and members of the learning community. 
 
6.2.5 Pupils performance standards 
 
Categories of standards, contextual elements and situated learning theory form the basis for 
conceptualising how context, activities and culture influence pupils’ performance.  Situated learning 
theory provides the lens for appropriate understanding of the relationship between classroom teachers 
thinking processes school activities and pupils’ expectations and learning opportunities.  Situated learning 
theory develops an understanding of learning based on the belief that an individual pupil is unique in and 
of him/herself (Harley, 1996, p. 113).  Accordingly, an individual pupil’s situated nature of cognition 
presupposes that there exist certain realities external to the individual who chooses to work with or reject 
them.  It is these kinds of social engagement that provide the proper context for learning to take place 
(Lave & Wenger, 1991, p. 22).  Hence, the situated nature of cognition is built upon the beliefs that 
knowledge is contextually situated and is fundamentally influenced by the activity, context and culture in 
which knowledge is used (Brown, Collins & Duguid, 1996, p. 20). 
 
Situated learning components were described in section 2.7 in relation to story telling, reflection, 
coaching, multiple practices and articulation of learning skills and informed this study.  This is done with 
specific reference to the ways in which learning is facilitated by teachers in the elementary and primary 
schools.  These components could be viewed by teachers as a set of tools or knowledge that teachers and 
pupils can only fully understand through their usage in the performance of national education standards.  
Both pupils and teachers engage in activities where they can negotiate meanings and construct 
understanding (McLellan, 1996).  The activity and context in which knowledge is developed and deployed 
is an integral part of what is learned.  Brown et al. (1996) and McLellan (1996) argue that situations might 
be said to co-produce knowledge through activity, therefore learning and cognition are fundamentally 
situated.  The findings culminating from the two schools relating to the performance of national 
education standards, identified the situated learning perspective as the most appropriate conceptual 
framework to discuss stakeholders’ perceptions.  Since the components of situated learning (section 2.6) 
provides the opportunity for teachers to reflect on the same strategies such as coaching, collaborative and 
reflective learning they now use in schools to understand how these can be effectively planned and used 
in learning activities.  
 
A performance standard in this study refers to students applying and satisfactorily demonstrating their 
knowledge of content standards.  Performance standards express the degree or quality of proficiency that 
students are expected to display in relation to the content standards (Foriska, 1998).  Pupils’ performance 
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of curriculum content, their level of mastery and assessment methods depend on educators setting clear 
standards and understanding of the functions different standards should serve.  Furthermore, this clarity 
of focus on and performance of the kinds of knowledge or skill pupils should learn and the assessment 
methods of learners’ achievement would minimise criticisms about the achievement of educational 
standards (Thomas, 1994). 
 
Pupils’ performance standards are dependent on numerous contextual factors such as teachers’ 
knowledge of content standards as discussed in section 6.2.2.  Achieving various pathways has been 
difficult to accomplish because teachers and principals are not exercising their roles and functions to 
translate content standards into clear benchmarks or minimally set standards.  Neither school is focusing 
directly on making collective decisions on setting clear educational achievement standards.  This study 
found that there was a confounding problem in both schools associated with the teachers’ own limited 
understanding of learning approaches, and planning and programming of lesson activities.  For instance, 
teachers do not engage in a variety of learning activities such as employing collective problem solving in 
small groups.  This participant elaborated on this practice: 
…a lot of teaching is following the curriculum and not catering for the needs of students who 
have different learning abilities and that teachers have to know and understand that pupils learn 
in many different ways.  Teachers are making pupils follow the curriculum therefore they are not 
learning very much.  Sometimes teaching is all teacher-centred (NHEI, p. 460). 
 
This study found that teachers have not sufficiently established the relationships between the types of 
standard (content, curriculum, life-long, and opportunity to learn) and how these categories of standards 
influence pupils’ levels of performance and achievement.  For instance, pupils are taught words and their 
use as part of the content and curriculum standards, but they do not use these in their daily 
communication.  In addition, pupils are restricted in their access to additional or supplementary resources 
that could create further opportunities to learn.  This was exemplified through restrictions on reading 
resources, limited opportunities for guided reading, speaking and writing practice within and outside the 
schools.  Pupils, therefore, have not developed their competence in the above areas.  Findings from this 
study revealed that the focus on performance standards is not directed at students’ achievements and 
competency defined at each grade level of their schooling.  Practically, teachers have not given 
themselves sufficient opportunity to identify, define, perform and evaluate long and short-term goals for 
individual schools and individual students.  Teachers seem to place much effort in accomplishing tasks 
that are connected to accountability, (often by externally imposed employer’s requirements), funding and 
support arrangement purposes rather than on fulfilling national standards for pupils’ learning. 
 
The findings of this study revealed unsatisfactory teachers’ classroom practices with little potential to 
ensure that pupils develop deep understandings of the subject matter (content standards) and a ability to 
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situate learning in meaningful learning environments.  Such situations do not create learning communities 
in which teachers and pupils engage in classroom activities that promote effective learning.  Unless, 
performance of standards (knowledge and skills) is contextually situated and influenced by the activity, 
context and culture, standards will not satisfactorily be performed.  This was evident in this study. 
 
Discussions on the pupils’ performance of standards have significance in this study.  This is contrary to a 
history in Papua New Guinea education that retains a strong focus on the quality of the classroom 
teachers’ performance.  Teachers in rural and urban schools spend more time in attempting to fulfil 
externally imposed job requirements superficially than on focusing on pupils’ work and making changes 
towards more contemporary ways of teaching and learning.  In the absence of on site established 
monitoring systems to measure pupils’ mastery levels of knowledge and skills of subject learning areas in 
the two schools, there is no telling how well pupils were successfully achieving the standards 
(Measurement Services Unit, 2000).  For instance, teachers in this study were unsure about the ability of 
their pupils in communication, problem solving and thinking skills.  Spontaneous testing and preset 
worksheets or activities were the only means of assessing learning.  Teachers displayed limited knowledge 
of different assessment methods to assess and monitor individual pupils’ levels of proficiencies of 
content standards.  Furthermore, assessment systems kept by individual teachers varied across specific 
grade levels.  Any effort to make changes to the current situation will require insightful appreciation of 
these issues on the part of both classroom teachers and their leadership teams. 
 
This study found pupils’ performances of content standards are restricted because there are limited 
options provided by teachers for pupils’ learning in the classrooms.  Teaching and assessments methods 
are inhibiting pupils from any means of discovering, researching, analysing, synthesising.  These findings 
are consistent with previous research work in Papua New Guinea schools as summarised by McLaughlin, 
(1997) which illustrate that teaching and learning practices are very prescriptive, employing mainly rote 
teaching and rote learning approaches. 
 
Further, findings from this research revealed some classic evidence of the lack of focus on pupils’ 
learning.  There is little attention paid to teachers’ reflections on pupils’ work.  It was evident that 
teachers’ planning and programming mirrored the official subject content standards text, and were not 
translated into contextually appropriate lessons.  In both schools, the commitment to students’ work 
such as continual teacher feedback and the use of a variety of assessment methods were minimal and 
unsatisfactory.  Students’ work books on themes, topics and activities revealed insurmountable evidence 
of poor proficiency in subject content standards.  This was demonstrated through incorrect spelling, use 
of wrong tenses, wrong additions, multiplication and division work.  There are no real mechanisms for 
testing the success of pupils’ achievement of the content standards.  Pupils in this study were not able to 
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produce class work that could demonstrate the fundamental skills they have learned.  Meaning and 
constructive activities such as writing essays or stories, which could demonstrate communication skills 
and quality of pupils’ thinking, were non-existent. 
 
It can be argued that some major theoretical and professional shifts have to be made if Papua New 
Guinea elementary and primary teachers are to transcend the current culture by moving towards a strong 
focus on pupils’ performance in the classroom.  Where they have placed little emphasis on pupils’ 
performance in the past, teachers need to focus more on strategies that reveal pupils’ learning and 
performance of required standards.  This will involve clear communication of knowledge and skills to be 
taught in each lesson.  There appears to be a lack of teacher reflection on conversations about pupils’ 
work.  Elementary and primary teachers require more conversations about pupils’ work by means of 
teacher collaboration and professional learning teams to encourage teachers to reflect on and make 
changes in their teaching.  Rather than trying to focus on the quality of teachers’ performance in the 
classroom to dictate how and what teachers should teach influenced by accountability purposes, schools 
and teachers should spend more time on pupils’ mastery of standards. 
 
Evidence in this study suggests teaching and learning approaches are strongly influenced by teachers’ lack 
of leadership in curriculum decision making.  As a result, there is lack of clarity in translating content 
standards into explicit benchmarks for each lesson activity so that learning outcomes could be achieved.  
This study also found pre-planned content standards and curriculum standards (lesson plans, time 
allocation per subject, themes, externally imposed school activity calendar) contribute to teacher 
distraction and complacency.  Teacher participants asserted that they are not providing professional input 
in the curriculum because standardised planning and programming of lessons decrease their attention to 
teaching and learning approaches that could improve pupils’ performance of content standards. 
 
Pupils’ performance of standards is highly connected with the availability of curriculum resources, teacher 
time, teacher experience and teaching methods.  Examination of official documents such as students’ 
assessment reports demonstrate that these are too general, often incomprehensible for parents, and are 
not useful for assessing pupils’ proficiency of academic contents.  The lack of teachers’ feedback on 
pupils’ workbooks does not allow any proper understanding of misconceptions or comprehension of 
subject content.  Because pupils do not engage in dynamic interactions with teachers, their chances to 
familiarise themselves by having multiple practices are handicapped.  Proficiencies of these standards 
need multiple practices.  Currently, much work needs to be done if this situation is to be improved.   
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Monitoring, assessments and examinations 
 
Monitoring in this context commonly refers to systematic and regular procedures for collection of data 
about important aspects of context, inputs, processes and outcomes of education standards.  A 
monitoring activity in school would involve a collection and compilation of assessment and other data on 
contextual information and measures of resource inputs and processes of education.  Accordingly, 
assessment refers to techniques used in collecting information about educational outcomes either 
subjectively by using experienced judgements or by means of standardised, objective tests measuring 
cognitive and non-cognitive aspects of learning and pupils’ performance (Husen & Tuijnman, 1996, p. 3).  
Information or evidence gathered from monitoring and assessment about the educational inputs, 
processes and outcomes can contribute to effective decision making by teachers and principals. 
 
Hence, schools’ assessment systems must encourage a balance between measuring what pupils know and 
how well these individuals can demonstrate their achievement of set content standards.  Equally 
important, an effective assessment system should allow students to produce work and demonstrate their 
learning.  Such emphasis would require the influence of strong leadership in identifying and setting clear 
guidelines on assessments.  This would also inform the parents and pupils about the standards against 
which pupils’ levels of proficiency are being measured.  A classroom teacher would have options available 
given the complexity of contexts, to develop assessment methods and tools such as tasks, project, 
reports, interviews, journals and observations.  These tools would include interview forms, student 
reports, and self-assessment matrices. 
 
This study found there to be no legitimate monitoring and assessment systems formally established and 
working in either school.  Teachers asserted that “there is a need for clearly formulated guidelines for 
monitoring purposes and assessing pupils to provide useful information for the teachers” in the 
elementary and primary schools (Focus Group #6, p. 784).  For such intervention to occur, teachers in 
both schools have to strive for better monitoring systems to measure pupils’ performance of standards.  
This is consistent with the Standards Monitoring Supplementary Report no. 1 (Measurement Services Unit, 
2000) which reported little is known about how well or poorly education standards are performed.  This 
concern is mainly attributed to the non-existence of site-based established monitoring and the 
rudimentary assessment systems for elementary and primary schools in Papua New Guinea. 
 
The apparent lack of clearly formulated systemic monitoring and assessment guidelines in both schools 
contributed to the mismatch between the national policy expectation and local implementation of 
education standards.  The two schools in this study were not involved in generating new information 
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about their implementation of policies, procedures, teaching and learning activities and their implications 
for assessment.  Teachers are unable to make decisions to accommodate opportunities for improved 
pupils’ learning because little information exists within each school on the significance of the levels of 
input, education processes, and outcomes on the performance of education standards (sections 5.3, 5.3.3, 
5.41, 5.4.2 and 5.4.3).  For instance, this study found there is no coordination and corroboration of 
mastery of content standards in learning areas among teachers teaching specific grade levels.  
Furthermore, teachers pay little attention to evaluating their own teaching strategies and assessing the 
availability and usefulness of resources.  Moreover, pupils’ official records did not specify pupils’ 
knowledge proficiencies that could assist teachers to make effective decisions on the employment of 
relevant learning strategies tot enhance performance of content standards. 
 
An examination of the assessment system (see part 6 appendix 6) reveals that class teachers prefer the 
traditional system, mainly multiple choices.  Within each school, teachers are using their own system of 
assessment focusing mainly on allocation of marks and grades.  In the upper primary classes, teachers 
tend to use questions from official subject texts to test pupils on units.  Elementary teachers used daily 
diagnostic tests for each topic they cover.  Teachers rely on past practices of assessing pupils because they 
are familiar with these strategies compounded by the absence of other assessment options.  Teachers 
suggested that improved pupil assessment will depend upon teachers developing common assessment 
systems.  This will take into account the education reform initiative for assessing or measuring standards 
associated with traditional and cultural knowledge learned in schools (Focus Group #6).  However, the 
draft document on the national guideline for school assessment system (GOA & GOPNG, 2002) seems 
inadequate in facilitating these expectations.  In other words, performances of traditional and cultural 
knowledge could encourage pupils to actually produce examples of their work using learned content. 
 
As depicted above, teachers are conscious of the need for assessment methods to measure pupils’ ability 
to translate, integrate and perform facts and concepts in situations they confront such as problem 
solving.  Such methods they assert should inform teachers of pupils’ levels of proficiency and 
competency attainments (Teacher Focus Group #5 and #15).  For effective assessment of content 
standards and skills in the elementary and primary schools, methods should be developed to identify 
pupils’ performances.  Such assessment systems have to be developed around curriculum content.  
Importantly, there must be clear statements of relevant knowledge and skills that are essential for pupils.  
This would be an important shift for teachers to identify pupils’ learning rather than relying on external 
primary national examinations as a means to determine individual pupils’ mastery of subjects’ contents. 
 
 
 175
 
Examinations 
 
The discussions in chapters 2 and 3 articulate the basis of governments’ selection and setting of standards 
based on a particular set of philosophies surrounding the educational goals and standards.  Different 
conceptual foundations of standards (Thomas, 1994) define the reasons by governments’ choices for 
different approaches of standards that are deemed to accomplish their national goals.  Two of these 
conceptual foundations are relevant to the Papua New Guinea context.  The first is the Ideally Educated 
Person Approach and the second is Job Requirement Approach.   
 
These two approaches define the way governments choose to measure and compare how well systems 
are achieving the governments’ goals.  Hence, systems of monitoring, assessment and examinations are 
developed and deployed.  The Papua New Guinea system of examinations is set on similar conceptual 
foundations transported and adopted since 1900s and is embedded as part of the national education 
system. 
 
Consequently, there has been minimal research conducted on the problems of examinations in Papua 
New Guinea schools.  The discussions in the sections 3.2 and 3.3 identify that the few research studies by 
Guthrie (1985), Ross (1991) and Weeks (1985) on educational processes have found that examinations 
are more like aptitude tests for those students seeking entry into secondary schools or universities.  These 
examinations do not relate directly to the school’s curriculum and are virtually useless as tools to enhance 
schools’ curricula and standards.  This study found similar views from the stakeholders in the two studied 
schools.  Studies conducted by Weeks (1985) and Guthrie (1985) revealed that teachers were spending 
too much time on preparing pupils for examinations and other mundane school activities which have 
resulted in pupils not being examined in the content areas that are essential to other competency areas 
they are expected to learn from the curriculum. 
 
This study found a strong “coaching culture” of classes in preparation for the National Grade 8 External 
Primary School Examinations.  Upper primary teachers coach classes for nine months, preparing grade 8 
pupils.  At the time of this study, samples of grade 8 pupils’ results and past examination papers were 
sighted revealing that teachers were specifically teaching and reteaching information needed for the exam.  
Teachers in the two schools used marks obtained from past exam papers in coaching classes.  Teachers 
were coaching classes within official school hours (TTH8, p. 257). 
 
Examined teachers’ assessment and pupil’s termly records revealed grade eight subjects’ contents and 
lesson activities were not all taught although these were approved early in the year by the school 
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principals.  Arguably, examinations become a powerful external mechanism that determines and 
influences teachers’ professional decision making.  On one level, examinations in Papua New Guinea 
schools are essential for culling and entry into higher education levels.  In the process, the content of 
appropriate national standards which entails consideration of academic and culturally appropriate 
knowledge is overlooked.  On the other, teachers’ professional judgements are compromised because 
examination results become an indicator of pupils’ achievements and teachers’ professional capabilities. 
 
6.2.6 Summary of Teachers’ Perceptions and Understanding of National Standards 
 
This section argued that teacher preparation and certification, teacher knowledge of curriculum and 
performance of standards, teacher professional development learning teams and pupils’ performance of 
standards are the main elements influencing teachers’ perceptions and understanding of national 
standards.  These contextual elements have implications for future policy development for Papua New 
Guinea elementary and primary schools.   
 
In summary, the first important element in this context included both pre-service and in-service teacher 
education programs.  The case studies revealed elementary and primary teachers are just “doing a job”, in 
a strong culture of isolationism that discouraged any form of teacher professional leadership.  Teachers’ 
own difficulties in discussing official policy and curriculum documents revealed that adequate practice in 
researching, analysing, critiquing, summarizing, and evaluating are important competencies to develop 
during teacher preparation.   
 
Teachers and principals had strong views about teacher education programmes including modes and 
delivery and teacher preparation and teacher certification.  The case studies also reveal that current 
teacher preparation needs to better prepare teachers in various discipline areas presently not offered as 
part of teacher education programmes.  It can be argued from the above perceptions that a significant 
mind shift would be required to restructure future teacher education pre-service programmes. 
 
The second element pinpointed the need for teacher knowledge of curriculum.  As a standards-based 
education system, curriculum is centrally prescribed and monitored.  In case studies, teachers’ decision 
making of curriculum implementation is strongly influenced by the availability of resources and content 
familiarity (section 5.3.2).   
 
The lack of curriculum resources and materials, teacher absenteeism, and unplanned disruptions are used 
as alibis for not adhering to pre-planned teaching programmes.  Further, this study found there was no 
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evidence of professional development teams.  This study argues that some of the failures are connected 
with individual teacher’s commitment and passion for teaching as a profession.   
 
The third element paramount to this study is related to teacher performance in relation to various types 
of standard (content, curriculum, life-long, and opportunity to learn), and pupils’ performance standard.  
This case study found no connection among the types of standards and how the above categories of 
standards influence pupils’ learning.  Teachers and principals fulfil externally imposed inspection and 
registration procedural requirements for accountability purposes.  Individually, teachers do not adhere to 
their planned teaching programmes and management roles and functions.  This study argues that the 
main problem in both schools is the lack of on-site mentoring by supervising teachers.  Supervision by 
external elementary trainers and inspectors has been unproductive.  Many of these content standards 
have not been translated into clear nominated benchmarks or minimally set standards. 
 
Moreover, unclear benchmarks and the absence of commonly agreed goals contribute to poor planning 
and programming of teaching programmes and inappropriate learning outcomes.  There are few 
opportunities for pupils to learn within or outside schools.  This study concludes that much of this 
indecision is attributed to poor teacher reflection and evaluation of teaching and learning activities.  As a 
result, clear benchmarks or minimally set standards, learning outcomes such as knowledge and skills 
related to life long standards are almost impossible to achieve.   
 
The fourth element which influences teachers’ interpretation of standards is the concept of professional 
development and professional working teams.  The strong culture of isolationism and teacher job 
descriptions exercised in both schools has shaped the behaviour and attitude of teachers and principals.  
Lack of effective communication and teacher leadership on curriculum and assessment issues illustrate 
this lack of inconsideration.  While, during activities related to this study, teaching staff were enthusiastic 
and demonstrated various leadership roles in planning and discussing curriculum problems with their 
colleagues, normally, opportunities for doing so are unavailable.  The concept of professional learning 
teams is worthwhile, but highly depended on recognition of teacher leadership roles by administrative 
authorities.   
 
Pupils’ performance standards are the fifth significant influence on teachers’ perceptions of national 
standards.  This study found pupils are not provided with adequate opportunities to learn in the 
performance of content standards, resulting in poor performance and achievement in the learning areas.  
A major contributing factor is teachers’ own beliefs, understandings and commitment to teaching and 
programming activities.  The relationship that existed between teachers’ thinking processes, classroom 
 178
teaching and programmes, and pupils’ expectations and learning opportunities have yet to be realised by 
teachers. 
 
There were no established monitoring and assessment systems, making pupils’ performance and 
achievement in the learning areas difficult to measure.  While this study found a variety of assessment 
methods to measure pupils’ mastery of content, unclear benchmarks and achievement targets contribute 
to the poor measurement of pupils’ knowledge and skills, teachers are not regularly reflecting on pupils’ 
work.  External national examinations are the only measurement tool to measure pupils’ achievement 
levels at the end of primary school.  There is a need to review external primary school examinations and 
formally establish other approaches of monitoring and assessment systems to test pupils’ proficiencies in 
the learning areas. 
 
The elements depicted above are significant influences on teachers’ perceptions of national educational 
standards. Stakeholders’ perceptions of teachers’ interpretation of national standards are discussed in the 
following section. 
 
6.3 Local stakeholders’ perceptions of teachers’ interpretation of national standards 
 
This section discusses how local stakeholders in the urban and rural areas in Papua New Guinea perceive 
teachers’ interpretation of national education standards.  This discussion will respond to the research sub 
question 2 which is: 
How do local stakeholders in the urban and rural areas perceive teachers’ interpretation 
of national standards? 
 
Public accountability for improved education services and improved teaching and pupil learning 
outcomes are forcing schools to develop monitoring mechanisms to measure achievements of set goals.  
The public pressure for the teaching staff to improve learning outcomes requires schools to make the 
achievement of nominated standards the main priority.  The following discussions contain stakeholders’ 
expectations and perceptions of education services, and teachers’ interpretation and implementation of 
these standards. 
 
The discussions on the standards perspective and categories of standards (sections 2.4 and 2.5) 
emphasised governments’ attention to the reduction of profound learning gaps.  This expectation calls 
for clear standards, forcing educators to move from a naïve comfortable assumption about what is 
happening in the classrooms to more productive teaching and learning.   Significant too is the importance 
of support systems occurring at the school level that influences teachers’ decisions and actions in 
implementing national standards. 
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In standards-based education systems, any initiative to reform or restructure school system places high 
demands on schools and teaching staff to identify clear standards that can be set system-wide and 
achieved in school-specific ways.  Availability of funds and school support services, periodic testing to 
monitor performance against standards and targets, and research and evaluation of programmes have also 
been identified as most useful in this process (Hill & Crevola, 1999, p. 139).  These are essential 
arrangements for ensuring that schools and teachers are accountable for their delivery of educational 
services, in particular, increased pupils’ learning outcomes (Cardwell & Hayward, 1998). 
 
There is the need for governments to revisit their philosophical arguments about education goals and 
expectations to formulate policies to set new standards to meet changing expectations (Brynin, 1993).  
One difficulty in implementing nationally developed standards by local stakeholders is translating these 
standards into clear objectives and formulating them as pupils’ learning needs (Husen & Tuijnman, 1994).  
With more specific reference to Papua New Guinea, developing nations have experienced the 
consequences of imported or transported model of standards (Thomas, 1994).  Many of these developing 
countries do not mirror success in achievements similar to the developed countries.  This is highly 
influenced by the complex nature of the context of education systems.   
 
As a developing country, Papua New Guinea strives for a balance in new policies associated with school 
restructuring, curriculum coverage, and clear pathways for those completing school.  Other external 
issues such as societal demands and expectations for technological and scientific knowledge for 
advancement in the modern economic sector add pressure to implementing current policies.  This study 
found that new expectations have diverted policy makers’ attention away from the need for 
relevant/appropriate education which the community is demanding.  This is exacerbated by views on 
developing two sets of polices for those in the urban and rural areas, encouraging the strong linkages 
between academic content and knowledge of traditions and values.  These were consistent with Thomas, 
(1976) and Bacchus (1987) because government policies are broadly formulated and are understood by 
policy makers and teachers in schools as evident in this research.  Therefore, specific issues aimed cultural 
knowledge, skills and values are not written and learned as part of the school curriculum. 
 
Educational goals of elementary, primary and secondary schools continue to include fulfilling the job 
requirement approach and expectations (Matane, 1986).  A recent policy statement on Recovery and 
Development (Baki, 2002; Somare, 2002), calls for a genuine leadership role by the government for serious 
reflection on these pathways.  This invites effective leadership to engage in the translation of policies for 
better understanding, commitment and staff productivity. 
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This study found the concerns for lifelong standards as an integral part of the formal education system 
has not been adequately addressed.  This was based on stakeholders’ perceptions that schools have not 
prioritised their achievement of nominated standards.  Teachers’ roles in the translation of content 
standards to fulfil lifelong standards integrating cultural knowledge and values that have significance in 
the early years of pupils’ schooling have not been accomplished.  This was articulated by this participant: 
Teachers have to encourage pupils and in some cases persuade pupils to learn their own cultural 
knowledge of traditions and values alongside academic subjects.  This is essential to improve their 
personal lives and other opportunities that they seize in their later lives (Village Elder, #1, p. 23).   
 
However, lifelong learning which incorporates the acquisition of cultural knowledge, values and traditions 
is dependent on the school’s relationship with the community.  This study found community support to 
be an essential element.  In the rural school, community support for school activities has contributed to 
good relationships between the teachers and the community.  This relationship translated well in pupils’ 
behaviour and attitude towards their schooling, illustrated by a low occurrence of discipline and 
absenteeism problems.  In contrast, community support in the urban school was poor, teacher/parental 
relationships were problematic, high levels of discipline and absenteeism generated ridicule of the 
school’s activities and pupils’ learning.  Pupils’ progression to secondary school was less than 50 percent.  
Translating national standards to classroom practices was perceived by stakeholders with “an end in 
mind”, to be the teachers’ main responsibility.  From the perceptions of these stakeholders, the system of 
education needs to place emphasis upon enhancing standards of teaching, learning and achievement.   
 
Teachers’ poor professional behaviour was perceived to be a major negative influence on the profession 
and the achievement of national standards.  Members of the board of management and parent and 
citizens group asserted that there is more to the teaching profession than simply viewing it “as a job” 
(BC; p. 512; KPM, p. 343).  There was the strong perception that teachers should be personally involved 
in extra curricula activities after school hours.  This was believed to be a way for teachers to improve 
their own professional knowledge, delivering of knowledge and skills to pupils, and setting good example 
(BC, Teacher Focus Group # 3 and #4). 
 
Stakeholders were divided on their perceptions about teachers and their interpretation of national 
standards.  The first perception emerged mainly from the groups that were more interested in teachers 
being technically proficient in academic content standards and competency skills.  There were concerns 
that teachers’ colleges’ criteria for selection should be based on academically high achievers and well 
disciplined students in secondary schools (KPM, p. 434).  By doing this, a better quality output of 
teachers would be produced with content knowledge and competency skills that would contribute to 
meaningful learning (KPM, p. 435). 
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This study found a degree of teacher commitment in the rural school.  Attendance at the village meetings 
by teachers from the ethnic group created good relationships and generated a positive perception of 
teachers’ commitment to understand and value the children’s home context (Community Focus Group 
#2).  This was based on the perception that teachers’ knowledge of pupils’ educational needs was 
informed by a broader understanding of the needs of the immediate society.  Community groups argued 
that this process should engage teachers to understand societal needs such as small scale business 
enterprises (managing a trade store) to sustainable agricultural technology.  This knowledge could be 
enhanced by integrating traditional agricultural knowledge and skills based on the kinds of knowledge of 
technology and beneficial experiences (Focus Group #8, p. 712).  It is further reiterated that teachers 
must be selective of the learning content that is appropriate and relevant to the context of students’ 
learning (NHEI, p. 471). 
 
The second perception involved teachers’ personal characteristics such as “having good morals, well 
behaved, non-violent, and good religious person” (CTSC, p. 381).  This perception is consistent with the 
current expectation of the Teaching Service Commission requirement for employment in the national 
education system.  Policy makers vehemently supported this stance, and were more concerned with the 
teachers’ characteristics and behaviour than with pedagogical knowledge and competency skills.  
According to policy makers, often teachers graduated from teacher educational institutions “with 
teaching qualification and do not show good behaviour and interest in their job” (Focus Group # 10).  
This was further elaborated by provincial education authorities (education managers and senior school 
inspectors) who argued that both the Department of Education and Teaching Service Commission may 
not have the best teachers who are well behaved and teachers who know their content knowledge and 
competency skills.  Yet, they acknowledged the difficulty of training teachers who would meet both 
expectations (Focus Group #11, p. 716). 
 
A significant finding which emerged from this case study was the restoration of cultural knowledge of 
traditions and values of the ethnic groups.  Urban and rural stakeholders held strong perceptions that 
teachers lack the ability to integrate academic content standards with cultural knowledge to suit different 
teaching and learning situations.  This was demonstrated by the rural stakeholders’ demand for the local 
vernacular to be utilised in translating and documenting local traditions and values as part of a process of 
learning and restoring their own cultural knowledge.  These involve the need to understand their “family 
trees, names of rivers, land, land ownership”, and local development issues at the village level (Village 
Focus Group #3, p. 54).  In the Papua New Guinea context, the appreciation and integration of local 
knowledge, and teachers’ active community participation are perceived as providing the foundations for 
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teachers’ valuing individual pupils’ learning differences and ultimately, the achievement of national 
education standards. 
 
6.3.1 Summary  
 
From the stakeholders’ perspectives, schools and teachers are obligated to be accountable for the delivery 
of education services and for improved pupils’ learning and achievement of education standards.  These 
case studies found such expectations have been only superficially achieved.  Several factors contributed to 
this superficial achievement.  First, the absence of teacher professional leadership in teaching and learning 
created a culture of isolationism, teachers’ unprofessional behaviour and negligence of compliance to 
duty statements.  Second, teachers continue to provide a school education that prepares pupils for job 
employment for the modern economy sector despite the public pressure for school education to provide 
alternative educational pathways.  This was based on the nature of economic and social change within 
Papua New Guinea and the global scene.   
 
Third, teachers’ professional competency to integrate and achieve nationally prescribed content could be 
dependent also upon their appreciation of local (societal) knowledge of traditions and values to 
contextually situate learning.  Stakeholders in the rural context perceived the use of the vernacular 
language of instruction as a means to restore this local knowledge.  These are examples of lifelong 
standards.  In Papua New Guinea, many of these pupils will ultimately return to live in the rural 
communities.  In contrast to the urban school, the use of a vernacular is problematic (section 5.3.2).  The 
cosmopolitan composition of the urban communities (consisting many and rival tribal groups), 
restoration of a specific cultural / traditional knowledge is complex.  This has implications for further 
policy consideration and research.  
 
From a classroom first approach, the case studies found that the achievement of national standards was 
superficial.  Life long standards, academic content, opportunities to learn, and pupils’ performance were 
not achieved satisfactorily.  While stakeholders reiterated the need for technically competent teachers, 
they argued that there needs to be a balance with a shift in teachers’ attitudes to their profession.  This 
study concluded that the complexities of these perceptions should have implications for the National 
Department of Education and its Division of Teacher Education, Teaching Service Commission, 
Standards and Curriculum Divisions.   
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6.4 Papua New Guinea Educational Change: Reality of educational reform 
An essential transformational element for school success is school leadership.  This study considers 
leadership as a key factor to the achievement of education standards and effective schools.  School 
leadership has become an urgent policy issue, highly regarded and seen as an integral component for 
effective schools, enhanced pupils’ achievement and public accountability (Riley and MacBeath, 2003).  
Furthermore, school leadership is a social influence process aimed at achieving some collective or 
organizational end.  To achieve desired outcomes, school leadership should entail collaborative effort, be 
generated within the school organisation, and encourage individual demonstrations of knowledge, talents 
and competencies rather than residing in particular people or formal positions of authority (Smylie, 
Conley & Marks, 2002). 
 
School Leadership and Educational Change 
Given the above understandings, effective school leadership is a crucial ingredient in the achievement of 
national education standards.  The case studies revealed that school leadership is a concept not clearly 
defined in the minds of the stakeholders and thus has not been adequately addressed.  Those individuals 
in “leadership positions” are diverted by other external demands and unplanned events.  For instance, 
school principals are more concerned with following standardised procedures that would be checked by 
inspectors for promotional purposes rather than initiating new ideas in schools.  The absence of 
constructive school meetings illustrates poor leadership practice which ultimately creates a culture of 
isolationism.  Consequently, teachers are unable to respond to public pressure for accountability such as 
in enhancement of pupils’ achievement of content and life long standards such as local tradition and 
values.  
 
This study proposes that for Papua New Guinea school systems to accommodate changes for the 21st 
century, improvement of school leadership, management and coordination practices need to be seriously 
considered.  School success is also dependent on individual teachers performing leadership roles.  This 
invites opportunities for acquisition of knowledge for teachers and principals to enhance their 
understanding of leadership roles and functions, school contexts, and the skills and activities important to 
the establishment of professional learning teams in schools.  This understanding is important as it 
determines how well leaders can respond to different policy directions.  Factors associated with changing 
educational policies and practices impacting on school leadership, management and coordination are 
complex, depending on the dual nature of the purpose of education in the Papua New Guinea context 
(rural & urban), and the agenda of the educational reforms of the 21st century.  This study found that 
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leadership in Papua New Guinea schools is an essential factor in the achievement of national education 
standards.  The following discussions illustrate this assertion. 
 
First, the case studies revealed that the principal’s formal leadership roles and functions were elements 
that greatly influenced teaching and learning activities in both schools (section 5.3.1 and 5.4.1).  All 
participating stakeholders were deeply concerned about the principals’ leadership styles within the school 
and the wider community.  A participant commented: 
…school operation is not fulfilling all its yearly activities because everyone is doing their own things.  
Leadership provided by the principal and deputy in this school is weak.  Principals do not maintain 
and identify materials that are required for teaching and learning.  There are leadership issues to do 
with pay, housing and teacher tenured positions, professional development, communication and 
relationship that are not addressed.  Therefore teachers lose morale because of no support (CT6, p. 
58). 
 
The above response was consistent with other stakeholders who indicated the importance of teachers and 
school principals’ formal leadership roles.  It can be concluded from the above comments that 
improvements in elementary and primary schools are also dependent on strong leadership by principals 
and teachers.  Leadership approaches such as transactional, transformational, instructional and 
distributive leadership (section 2.6) provide understandings of leadership approaches and inform this 
classroom first approach study.  Currently, stakeholders perceive school leadership as an entity that 
resides in a “position”.  This study argues that such a perspective is narrow, borrowed from the colonial 
introduction of the education system, which resembled a position of authority and power relationships.  
Leadership, as understood from this perspective, is closely linked to functions and expectations of 
management.  In this way, leadership and management are used interchangeably, though the status, 
power and authority in managing and leading activities are derived from different sources (Sergiovanni, 
1992; Williams, 1998).  School leadership in Papua New Guinea is full of such confusions. 
 
For instance, in the activity of management, status, power, and authority are derived essentially from the 
designated organisational position of the holder of the appointment.  There is a common relationship 
between hierarchical positions, the degree of control over others, and the line accountability defined by 
job descriptions and delineated through organisational rules and procedures.  In such situations, this is 
linked to stable environments (Williams, 1998, p. 6).  This perspective is a reflection of practices found in 
elementary and primary school principals.  However, while principals adhere to the above leadership 
practices in the two case study schools, the context of teaching and learning continues to be reformed.   
One participant commented: 
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Using my past experience as a headmaster…I can tell that we don’t have the quality of 
headmaster in this school…to provide good administration and management and fulfil external 
requirements.  We need a head teacher who can provide leadership by influencing teaching and 
learning activities to gain teachers’ respect and obedience and the school board of management 
for good governance (BC, p. 338). 
 
The case studies found stakeholders have contradictory and unclear understanding about leadership and 
education reform initiatives in elementary and primary schools.  This was evident in some aspects such as 
the restructure of grade levels, change in the depth of curriculum and teachers’ knowledge and 
competencies to actively implement the reform initiatives.  Previous discussions have argued that the 
culture of isolationism is generated partly by the absence of effective school leadership.  Moreover, the 
constant changing environment and societal expectations demand dynamic leadership to transform 
schools into learning organisations.  Thus, formal leadership roles currently perceived by stakeholders as 
residing in the school principals as the formal positions of authority need to be reconsidered.   
 
This study argues that school leadership should be seen as the influence that is coming from, and 
exercised by, a range of individuals within the organisation (Pounder, Ogawa & Adams, 1995).  The 
notion of leadership is profoundly value-laden, influenced by different purposes, local contexts, 
individual skills and attributes, and the demands and expectations of school communities (Riley & 
MacBeath, 2003, p. 175).  Effective leadership is accepted as a key constituent in the improvement of 
teaching and learning.  This leadership role has strongly influenced the beliefs and values of teaching staff 
(Bennett, Crawford & Cartwright, 2003). 
 
This study argues that the above ideas are useful in viewing formal leadership roles and teacher leadership 
in the Papua New Guinea education context.  As discussed in chapter 5 (section 5.3.1 and 5.4.1), 
leadership roles are superficially performed.  This has created much disillusionment and a sense of 
despair among the junior staff in the two schools involved in this case study.  One articulated: 
Teachers are doing their own things.  When inspectors do not visit, the head teacher is not doing 
his work and is not sure about what each teacher is doing (CT6, p. 57). 
 
Change and sustained improvement are extremely difficult, if not impossible, without good leadership, 
particularly where whole school change is sought.  Similarly, effective schools have an important 
characteristic of leadership qualities and consistently draw attention to strong educational leadership.  
Leaders who “convey a sense of intellectual superiority, wisdom and greater executive power” will 
contribute to achievement of holistic educational objectives (Williams, 1998, p. 6).  Schools are loosely 
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structured organisations, mostly concerned with a collective sense of educational purpose shared across 
the group (Sergiovanni, 1992).   
 
Leadership in school should also be driven by practice and research ideas which could progress from the 
old model of linear (top – down) strategic planning to a more creative leadership culture (Wheatley, 
1994).  Developing a new mind shift for continuous school improvement needs to be informed and 
based on dynamic and contextual school realities (King, 1999).  This form of leadership requires a degree 
of autonomy, independent from a hierarchical structure.   
 
Such a mind shift in the way school leadership is perceived demands more of a collaborative effort by 
teachers as a professional team.  Successful achievement of content standards may also depend upon 
curriculum leadership and coordination in schools.  Teachers as curriculum leaders and their stakeholders 
need to operate in partnership to skilfully negotiate between the school’s purposes as defined by a 
hierarchical agency, such as the National Department of Education, and the local community.  Seemingly, 
the above situations could be informed by transactional and transformational leadership traits (Williams, 
1998).   
 
In leading, there is no direct link with formal status, designated appointment, or the authority of the 
office, while leadership rests on “the power to influence the thinking and behaviour of others to achieve 
mutually desired objectives” (Williams, 1998, p. 7).  Leadership effectiveness can occur at any point in 
time and may be exerted by various stakeholders, and importantly allows followers to emerge as leaders at 
particular points in time in organisations.  However, in the two schools in this study, leadership roles and 
expectations are narrowly perceived as connected with individuals in positions of authority with specific 
functions.  This participant commented:  
…the head teacher of the school must look at the issues that affect teachers, school and 
community and provide guidance to the school board of management to address problems at the 
institutional level.  They have the responsibility and the mandate to work with the school board 
and have the authority to deal with school problems as they occur, such as those problems 
affecting children’s learning (APMI, p. 533).  
 
The above comment argues for the head teacher’s leadership role to be an essential element for the 
transformation of elementary and primary schools.  This is consistent with the Recovery and Development 
Policy Statement (Baki, 2002) that challenges stakeholders to make a conscious effort using interventions 
that could develop and improve leadership and management in schools.  Clearly, two issues can be 
deduced from this policy initiative.  The first requires a better understanding of what makes good leaders 
and managers successful, and the second is how these individuals can be developed in schools.  The 
quality and responsiveness of local decision-making which occur at provincial and school levels are 
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dependent on effective leadership and management roles (Baki, 2002).  These are the basis for 
achievement of national standards, policies and priorities.  This was acknowledged by this stakeholder: 
that leader/managers must understand the intention of the government’s policy and be able to 
implement it.  To implement policies, leaders/managers must interpret these policies and understand 
what is expected in the light of the shrinking resources.  More importantly, the shrinking resources 
should be used to generate additional resources.  They should be productively used and 
leader/manager should demand productive staff.  The leader/manager must put into place 
management practices and applications that will apply the policy with confidence and comfort.  The 
objective of those practices and applications is to allow all to experience a positive growth in 
transforming schools and organizational success in each one and in the society (PS, p. 565). 
 
Leadership styles (transactional and transformational), sometimes called a value-added approach (Bass, 
1985; Sergiovanni, 1990), become critical in the efforts to attain set standards.  Transformational 
leadership style is added at the point when the organisation and its members have gained a foundation of 
stability and skill.  This value-added component suggests that leadership needs to shift from a more 
directive, or authoritarian style to one that enables subordinates to participate more fully (Bass, 1985). 
 
The findings on leadership in the elementary and primary schools in Papua New Guinea revealed 
leadership roles and expectations do influence teachers’ actions in schools and classrooms.  Teachers are 
not able to access information on policies and are not involved in the establishment of vital support 
systems such as assessment and multi-grade teams.  They attributed these limitations to the principals’ 
weak formal leadership roles and decision making and lack of understanding of educational accountability 
requirements.  Teachers in both schools paid little attention to school and national education goals 
because they were not involved directly in decision making processes.  This study found most teachers 
could not confidently discuss school goals, the broad national education goals and how such 
understandings could help them set clear standards in subject learning areas.  Yet, however, this standard-
based education system could benefit significantly from school leadership.   
 
In this study, educational stakeholders were aware that standards alone are clearly insufficient instruments 
as indicators of pupils’ achievement (BC, p. 646; FHP, p. 497).  Yet, there is no clear articulation of what 
pupils should know and be able to do (SBM, p. 509; KPM, p. 435) at each grade level.  Hence, successful 
pupils’ learning may also depend on the teachers’ and principals’ professional leadership in translating 
national standards, practices, and procedures to achieve nationally set requirements.  Such leadership is 
urgency needed to enhance academic and lifelong standards in the elementary and primary schools in 
Papua New Guinea. 
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The findings of the individual stories told by the principals in the two schools indicated that they were 
conscious of their leadership functions including, for example, the need to contribute to improvement of 
the instruction.  They emphasized that school goals were important to achieve their planned purposes 
such improving of curricula, improving of teachers’ skills and teaching strategies.  They acknowledged 
that educational goals must be clearly defined.  Both principals reiterated their need for knowledge and 
skills of how school goals can be attained.  Their instructional leadership roles can also be interpreted as 
imprecise intuitive decisions.  Instructional leadership has been implemented in Papua New Guinea high 
schools, revealing that formal and informal instructional leadership style can make a constructive 
contribution (Tapo, 1992). 
 
Teacher leadership has a significant impact on the translation of standards that in turn can impact on 
teaching and learning.  Specifically, shared teacher decision making and teacher professionalism were 
found as key elements that could contribute to essential transformations for school success.  Teachers’ 
participation in decision making has been successful when they are given the opportunity to reflect on 
their experience at the work place at the same time as they increase their sense of professionalism and job 
satisfaction (Leithwood, Jantzi and Steinbach, 2003).   
 
The findings from this study in Papua New Guinea revealed that formal and informal teacher leadership 
roles and functions have not been given the recognition at either school or at the policy level.  For 
instance, teachers reported that they have participated over the years in numerous events and activities, 
some of which have required them to use their technical expertise but that this was often perceived as a 
requirement of the tenured position they occupy rather than as a teacher leadership role.  Arguably, this 
could explain the strong cultures of isolationism, common to both schools because past contributions 
have not gained recognition from principals.  The pressure from top-down accountability purposes by 
principals has also influenced teachers to concentrate on fulfilling their own job descriptions.  Thus, 
teachers’ opportunities for more collaborative work and shared decision making on curriculum and 
instruction were impeded.  According to one participant more flexibility and participation in decision 
making will need to be recognised by principals and inspectors for leadership in curriculum and 
instruction.  This participant commented: 
Principals and inspectors have to give teachers the flexibility and opportunities to demonstrate 
some creative abilities to meet the demands and expectations for pupils’ learning and overall 
educational purpose for schooling.  Teachers are not creative because they teach to the 
curriculum as accorded by their duties (NHEI, p. 460). 
 
Teachers in this study were found to show great interest in sharing ideas on curriculum problems, and 
pupil learning issues.  Such interest in decision making demonstrates their willingness to lead through 
contributions.  Findings from this study revealed that teacher leadership perspectives can have far greater 
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influence on teaching and learning than currently is happening.  Teachers’ formal and informal leadership 
roles have not been utilised and will need to be recognised by the national and provincial authorities.  The 
current situation is such that principals’ formal leadership roles cannot be fulfilled by individuals in 
positions of authority because of the changing expectations of schools and of pupil learning.  Therefore, 
schools will need to establish a strong culture of teacher leadership that could encourage individuals and 
groups to provide leadership in teachers’ professional development, to mentor other teachers, to provide 
professional input to the curriculum and to develop assessment and monitoring systems in schools. 
 
Summary of Educational Change 
 
In the last decade, educational change in Papua New Guinea has been a product of a global mandate for 
‘Education for All” (Delors, 1996).  During this period, many of the educational structures and processes 
have changed as the reform agendas gain momentum.  However, the successes of these reforms have 
been dependent on infrastructure and human capacities to ensure successful achievement of these reform 
objectives and the attainment of national education standards.   
 
This section argued that school leadership is an essential transformational element for school success.  
These case studies found that school leadership is an essential component of the accomplishment of 
national standards in elementary and primary schools.  Yet there was little teacher understanding of 
national policies and priorities as evident in their professional behaviours as revealed in this case study.  
There was a culture of isolation in both schools.  Principals’ leadership roles were defined by duty 
statements performed individually as a mechanism of power relationships over their subordinates.  This 
study argues that this is a structured colonial mentality that does not adequately satisfy the rigorous 
demands on the educational reforms of the 21st century.   
 
Knowledge of leadership styles discussed in section 2.5 could be accommodated by individuals taking as 
school leadership roles and functions.  Such understanding is essential for leaders to clarify and 
discriminate between management and leadership roles and functions.  In the climate of educational 
reforms, teacher / curriculum leadership is crucial to create professional teams.  Recognition of teacher 
leadership is essential to accommodate three potentially important factors: educational reform initiatives, 
attainment of national educational standards and balancing of a school system to meet the dual nature of 
policy specifically addressing standards for educational purposes in a diverse country like Papua New 
Guinea. 
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6.5 National Education Standards & the Reality of Schooling Practices 
 
This case study concludes that there are discrepancies and inconsistencies in educational policies and 
their implementation at the school level.  These inconsistencies are constructed on firstly, teachers’ 
understanding and interpretation of national goals, their knowledge of the curriculum content and 
pedagogy, their professional behaviour and attitudes, and their perceptions of developing professional 
teams.  The absence of these teacher factors created an embedded culture of isolationism, teachers’ 
insecurity to experiment with new teaching methods, and their teaching to strictly adhere to duty 
standards.  This situation seemed more problematic as school and teacher leadership was focused on 
authority, leaving little space for teachers’ professional input. 
 
The second contributing element to the discrepancies between national education standards and 
implementation at the school level was the system of education itself.  While educational reforms have 
changed the school structure, the policies, structure and support systems responsible for developing and 
monitoring these changes have not been amended.   Some of these structures are evident in the nature of 
curriculum, examinations and assessment, teacher education, inspections and the provision of curriculum 
resources.   This study argues that without addressing these factors, the successful attainment of national standards remains 
in doubt. 
 
6.5.1 Mismatch between policies and practices 
The argument presented in these two case studies is that the current flux of inconsistencies and 
misunderstandings inherent in the implementation of national education standards at the elementary and 
primary schools can be attributed to the mismatch between policy and practice.  This mismatch was 
founded on a number of assumptions.  Below are some clarifications of these assumptions. 
Assumption 1: Knowledge of National Goals, Objectives and Programs 
There is a general assumption by policy makers that certified teachers and school leaders are aware of and 
understand educational purposes and that they have the professional knowledge to competently perform 
in classrooms.  These national goals provide a broad foundation for education standards.  However, 
teachers, as demonstrated in this study, were unable to make connections between national goals and 
objectives and actual teaching and learning standards. 
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Assumption 2: School Based Knowledge of Policies and Procedures 
Policy makers assumed that teachers were aware of policies such as the bilingual language policy that are 
prescribed for schools.  Yet teaching staff in both schools demonstrated they had limited knowledge of 
this policy as well as limited knowledge of the teacher code of ethics, biannual and triennial enrolment, 
guidelines, teacher inspection and registration, pupils’ transfer; discipline and drug related policy; 
assessment systems; functions of school boards and community members.  This study found an absence 
of professional teams, and as a result teachers operated within a culture of isolationism. 
Assumption 3: Teachers’ Understanding of National Education Standards 
Policy makers assume teachers adequately understood “national standards” as prescribed in official 
curriculum texts.  However, teachers in both schools superficially talked about standards.  They were 
unable to distinguish and make distinctions between different types of education standards used in the 
classrooms.  Given the misunderstandings of the categories of standards, they were unable to develop 
and achieve minimally set standards clearly.  Hence, there was an absence of collective goals for specific 
grade levels in the performance and achievements of life long education standards. 
Assumption 4:  Curriculum and Pedagogy 
There is an assumption that elementary and primary teachers are competent in curriculum 
implementation after graduating from pre-service and in-service teacher education programmes.  
Furthermore, policy makers tend to be satisfied that current elementary and primary syllabuses (content 
standards) of the national school curriculum are adequate and accommodate the immediate and future 
learning needs.  There is also an expectation that teachers are competent in structuring curriculum and 
performance standards.  Yet teachers in the case studies experienced difficulty in the translation of 
content standards to performance standards.  There was an absence of a monitoring system to ensure on-
going assessment or evaluation of achievement of education standards.  In reality, teachers were teaching 
to the curriculum without clear minimally set standards in the learning areas.  Consequently, there was no 
true indication of pupils’ levels of achievements. 
 
Assumption 5: Professional Development and Assistance 
There is an assumption about teachers’ capability to create professional teams.  This assumption also 
included professional guidance from the school principals, trainers, and school inspectors.  In the case 
studies, there were no planned on-going professional development sessions.  Professional support from 
principals, trainers and inspectors were superficially provided.  Teachers’ participation in the organised 
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professional learning teams on curriculum and management issues during this study indicated possibilities 
for professional development sessions.  There was potential among teachers to provide collegial 
curriculum guidance and leadership.  
Assumption 6:  School Leadership 
There is an overwhelming assumption by policy makers that teachers with or without tenured positions 
are competent to exercise school leadership and management roles and functions based on inspection 
ratings.  Seemingly, principals and teachers are capable of exercising professional leadership in their 
positions of authority.  Consequently, the current incumbents superficially exercised leadership and 
management functions.  Teachers’ professional leadership in curriculum, assessments, onsite research, 
and professional learning teams on school issues were not recognised by authorities.  The need for deeper 
understandings of school leadership approaches is significant for essential transformation in the 
achievement of classroom practices and national standards. 
 
Assumption 7: Levels of Input and Quality Education 
There is a general assumption that the current schools’ infrastructure including facilities resources are 
sufficient to offer school education.  However, the current classroom conditions revealed pupil 
enrolment numbers have increased as a result of the education reform access policy.  This has 
disadvantaged pupils’ opportunities to learn in the performance of content standards.  There was no 
uniformity and dependability of the government’s provisions of resources. The Government’s education 
reform policy on education quality is unachievable without adequate levels of input (resources and 
infrastructure) at the school level, enhanced school leadership, and teacher commitment. 
 
Assumption 8: Educational Priorities and Reforms 
As a result of the world mandate on “Education For All” (EFA) in the 1990s, education priorities have 
shifted towards basic education.  Currently, there is an assumption that government’s priority in the 
quality of basic education will contribute as the long term goal for Papua New Guinea.  Education 
reform policy has placed an emphasis on access and improving the quality of curriculum resources and 
content standards. However, educational priorities and reform initiatives are strongly impeded by the 
assumptions and misunderstanding of policies and management from provincial and national 
governments.  Schools are enrolling more pupils while teacher numbers have remained static.  Teacher 
responsibilities for curriculum and bilingual education are examples of reform initiatives that have yet to 
be realised by practitioners.  
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Overall, this study has found that the assumptions and expectations of the government for its priorities 
and reform initiatives outweigh the levels of input, management support and commitment to accomplish 
reform initiatives.  It can be concluded in this study that there are contradictions between policies and the 
implementation of educational reform initiatives. Some of the factors influencing educational policies and 
reform activities, which generated these contradictions are cultural factors associated with Papua New 
Guinean schools. 
 
6.5.2 Cultural Factors and National Education Standards 
 
Knowledge is contextually influenced by contexts, culture and activities which shape the beliefs, 
behaviour, attitudes and values of individuals and groups (section 2.5).  The case studies found that 
cultural knowledge associated with school and home communities shaped teachers’ beliefs and 
understandings of their profession and pupils’ performance of national standards.  Teachers’ efforts in 
implementation and achievement of different categories of standards (section 2.4) were influenced by 
these factors.  Some of these cultural influences on the achievement of education standards were the 
school context; school, home, and community relationships; the restoration of knowledge and the role of 
ethnicity. 
School Context – lifelong learning 
Contextual factors (sections 6.2, 6.3 and 6.4) suggest that achievement of eduction standards are 
influenced by the school’s context and culture.  Both rural and urban elementary and primary schools are 
unable to implement the categories of standards effectively.  Limitations experienced in schools such as 
large class sizes, lack of curriculum resources, teacher absenteeism, student absenteeism, poor assessment 
methods and other associated factors inhibit standards achievement.  Teachers, therefore, are unable to 
focus on specific standards to improve pupils’ learning outcomes and expectations.   
 
In the case of the rural school, community expectations required teachers to structure their teaching and 
learning activities more on improving pupils’ proficiencies in both the academic and local content 
knowledge and skills.  For this rural community, formal education provides opportunities for young 
people to assume leadership roles in community activities.  They believed teachers have to link academic 
and traditional knowledge and skills to fulfil life long standards.  Life long standards need to establish 
connections to home and community traditions and values to which pupils return to practice and live at 
the end of formal schooling. 
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The situation in the urban school regarding levels of input such as resources, community support, pupil: 
teacher ratio were inadequate.  The large pupil enrolment outweighs the number of approved teacher 
positions, and available resources and facilities.  Other causes associated with processes and outcomes 
and outputs influenced the achievement of standards.  Teachers, board members and pupils feel primary 
education has prepared children to improve their achievement levels. Education has focused on 
preparing pupils for job employment.  The success of this achievement is highly dependent on the 
economic development of Papua New Guinea. 
School and community relationship 
The case studies found that school, home, and community relationships are critical factors in the way 
national standards are implemented and valued by stakeholders.  Neither school was accomplishing its 
teaching and learning objectives.  Local stakeholders believed schools and teachers need to establish 
better communication with the community, particularly in the communication of pupils’ performance 
and achievement levels, identifying local standards, and involvement and participation in school activities.  
Restoration of Knowledge 
 
Local stakeholders believed that schools have to begin to identify cultural knowledge.  This cultural 
knowledge needs to be informed by traditions and values, and juxtaposed with academic content 
standards to increase proficiencies in restoring cultural knowledge and identity.  They believed that 
teachers’ misunderstandings and lack of clarity in selecting standards that are connected to local 
knowledge and values caused disturbances within the school and wider community.  Yet restoration of 
local knowledge has significance in sustaining community cohesion which could link to land and clan 
history, ethnicity, skills and values.  They believed that teachers should teach children to understand the 
meanings of local traditions and values as part of the content standards, since these are critical life long 
standards. 
 
Urban stakeholders similarly share the perception of the importance of restoration of local knowledge.  
This is important for a diverse community in the urban area, with a belief that pupils need to identify 
with their ethnic groups’ expectations.  Yet teachers experience difficulty in this aspect since the school 
community is composed of a diverse ethnic student population. Attempting to teach specific cultural 
values and traditions would be an enormous task if all ethnicities are to be accommodated.  This has 
implications for teacher education, curriculum division, policy and planning division, research branch, 
standards division, and school administration and management divisions at provincial level. 
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Role of ethnicity 
Numerous ethnicity issues were interwoven with the bilingual education, teacher commitment, 
curriculum content and education outcomes / expectations providing challenges for the Papua New 
Guinea education system to address.  The case studies found that schools, teachers and community have 
to establish stronger partnerships.  Bilingual education for instance, has long term benefits and offers 
chances for local community elders to participate in sharing local knowledge that can be taught by 
teachers in the elementary and primary schools.  This study found high levels of teacher commitment and 
motivation when teachers taught their own ethnic groups.  Here they acted as a communication channel 
between the school and community members.  In contrast, teachers in the urban school displayed poor 
commitment, a high tendency of absenteeism, and an antagonism and poor rapport with the community.  
It can be argued that Papua New Guinea teachers have a sense of responsibility to their own ethnic 
group, but those teaching outside this boundary do not seem to hold a similar professional commitment 
to the general Papua New Guinea children population. 
 
6.6 Summary to the Discussion of Research 
 
This section concludes the discussion of the case studies.  The first part of the discussion provided a 
response to the main research question and sub-question 1.  The second part discussed the findings in 
relation to sub-question 2.  The third part synthesised stakeholders’ perspectives of national standards 
and considered the extent to which these were congruent with policy within a context of educational 
change.  The final part highlighted the causes of achievement or under achievement of national 
standards. 
 
Teacher preparation and certification, teacher knowledge of curriculum, teacher performance of 
standards, professional learning teams and pupils’ performance of standards were discussed as main 
components influencing teachers’ beliefs and understandings in the interpretation of national standards.  
The study revealed that teachers need better insight and deeper understandings of national standards if 
they are to translate content standards and set clear benchmarks to improve pupils’ learning outcomes.  
Unless teachers can significantly use their own knowledge and pedagogical skills of nationally prescribed 
standards, levels of input, and clear pupils’ achievement targets, the achievement of national education 
standards will not be achieved.  The findings of this study suggest there are implications for policy and 
practice.  Some of these implications were raised in this chapter. 
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Local stakeholders perceive teachers’ interpretation of national standards as crucial. Local stakeholders 
believe teachers should be driven by accountability for pupils’ learning.  Moreover, stakeholders believe 
the current weaknesses in the education system are caused by the government introducing policies and 
priorities placing high demands and expectations on teachers’ actions in schools.  This study found that 
these expectations were based on assumptions (sections 6.5.1 and 6.5.2).  Therefore, this study found 
local stakeholders expressing strong desires for teachers and schools to develop the capacity to 
understand and translate government policies into clear targets.  Stakeholders asserted that teachers need 
to articulate traditional knowledge of traditions and values to develop appropriate learning situations is a 
life long education standard.  Moreover, local stakeholders demand that particular attention is needed for 
teacher commitment and demonstration of professionalism, and the enhancement of competent teachers. 
 
National education standards and the reality of schooling practices are dependent on establishing goals 
and standards that teachers are capable of accomplishing.  This study argues that restructuring schools 
will depend on the quality of the teachers.  Teachers need to enhance their subject knowledge, their skills 
in motivating and guiding pupils’ learning, and their commitment to their work, and this involves 
intervention in teacher education, curriculum division, standards divisions, and research branch.  For 
national education standards and practices in schools to complement the national focus and local 
expectations, this study argues for a renewed emphasis on school leadership.  Principals’ and teachers’ 
leadership are paramount in the pursuit of educational change and essential for transformation at the 
school level.  The current gaps in pupils’ learning, teachers’ teaching styles, and classroom practices can 
only be improved through teachers’ and principals’ better understanding of leadership roles and 
functions. 
 
This section has argued that there is a mismatch between national education policy and practices in 
elementary and primary schools.  Numerous causes contribute to the poor implementation of national 
standards at the local levels.  To contextually situate learning in the elementary and primary schools, 
cultural factors inhibiting educational change require more direct conversation by stakeholders for better 
alternatives, national standards, policies and implementation at the local level. 
 
The next chapter provides a summary, conclusion and recommendations of this thesis. 
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CHAPTER SEVEN 
SUMMARY AND RECOMMENDATIONS 
 
7.0 Introduction 
Three legal frameworks consisting of the Education Act (1995), Teaching Service Act (1998) and the 
Organic Law (1997) (Chapter 3) guide the Papua New Guinea government in its implementation of the 
various national goals, policy objectives, and programmes for education.  They define the national 
education system and the Department of Education’s functions and responsibilities.  The successful 
implementation of the government’s goals and programmes are dependent upon the efforts of the public 
servants in various sections.  The successful outcomes of these goals of the National Department of 
Education depend on teachers’ capacity and various stakeholders associated with the education sector at 
different levels and from different agencies. 
 
The national goals of the education system in Papua New Guinea are strongly influenced by the complex 
nature of the diverse ethnic composition of the country as well as by the divisions between urban modern 
settings and rural traditional community establishments.  The complexities of education provision are 
compounded by political, economic, social and cultural expectations for education and development.  
Consequently, these factors influence how well policy objectives and practices at the local levels are 
accomplished.  This leaves many challenges for the national department of education to define clearly its 
national standards and invites further work for policy makers to fully appreciate the complexities of 
national policies and local implementation. 
 
7.1 Purpose of the study 
 
This research has focused on selected rural and urban teachers’ perceptions, understandings and 
implementation of education standards prescribed for the elementary and primary curriculum.  The study 
has also explored stakeholders’ perceptions of the way in which teachers’ translate national education 
standards.  Stakeholders included students, parents and community members, members of school boards, 
and officials from the national department of education.   
 
The study documented in this thesis is timely and significant.  It responds to official reports (Kehene, 
1981; Matane, 1986; MSU, 2000) on the declining standards of education and calls for “strenuous efforts” 
to identify its causes.  Unfortunately, while the declining standard of education was identified 
approximately twenty-three years ago, the department has not had a thorough investigation to 
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reformulate national education standard policies that can address the current reform changes.  In the 
meantime, millions of education dollars from both internal and external agencies have been expended on 
reforming the structure, with only very “cosmetic” results.   The expectation of the National Department 
of Education was that teaching and learning were dictated by national goals, objectives, and programmes.  
The absence of an established mechanism to provide reliable and honest feedback on school outcomes in 
order inform policy making generated an environment in which educational processes operated only on 
assumptions.    
 
This doctoral study has been undertaken by a practitioner / researcher.  The researcher is responsible for 
elementary and primary teacher education in Papua New Guinea.  The insights gained through this 
doctoral experience will inform future directions of teacher education.  Importantly, the doctoral 
experience has increased his researcher / practitioner knowledge of education processes by clarifying 
teachers’ and stakeholders’ perceptions of national education standards. The findings of this study are 
summarized below.  
 
7.2 Research Methodology and Conceptual Framework 
 
A case study methodology was developed for this research.  This methodology was informed by a 
constructivist epistemology and interpretivist theoretical framework.  Symbolic interaction was also 
adopted to guide selection of research strategies and data analysis.  This research design was developed 
through an appreciation of the cultural context of the selected sites and participants in the case study.  
The study aimed at understanding the factors which influenced national education standards from the 
perspectives of these stakeholders.  This could not be achieved without appreciation of the meanings of 
education processes constructed by the participants themselves.  
 
The appropriateness of the constructivist epistemology was also based on the fact that the national 
education system in Papua New Guinea must continue to serve a dual purpose.  This relates to the 
provision of an educational service for young people to prepare them to live meaningful lives in both 
modern and rural communities. 
 
The role of an insider researcher minimized issues of validity and trustworthiness.  This involved a 
process on instantaneous reflections on data since the researcher was already informed on policy matters.  
This allowed the researcher to probe in-depth explanations and justifications of various perceptions and 
understandings of national education policies and its consequent implementation. 
 
A variety of data collection strategies was used.  Focus group discussions emerged as the main instrument 
for eliciting perceptions of many stakeholders at a single moment.  Storytelling was the most successful 
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strategy in engaging stakeholders’ dynamic discussions in focus groups.  Storytelling is culturally relevant 
to many Melanesian societies.  Participants construct meanings of issues by relating to their life 
experiences. 
 
Five components of a standards perspective commonly used by teachers in modern classrooms were 
identified and used as the lens for this exploratory study to understand how these fit with the Papua New 
Guinea elementary and primary schools’ implementation experience.   
 
7.3 Key findings 
 
The research question sought to explore rural and urban teachers’ perceptions of national education 
standards.  Responses to this research question were further enhanced by two sub-questions.  The sub-
questions explored factors which teachers believed influenced their interpretation of national education 
standards, and local stakeholders’ perceptions of teachers’ interpretations of these national education 
standards.  These responses are summarised below. 
 
This thesis argued that several major factors influence teachers’ interpretation of national education 
standards.  Teacher education and its processes (both pre-service and in-service) emerged to be a main 
factor in determining teachers’ understanding of curriculum, policies and procedures.  This involved an 
understanding and appreciation of content, curriculum, performance, lifelong and opportunity-to- learn 
standards.  
 
This study confirmed previous research (McLaughlin, 1997; McNamara, 1989; Yeoman, 1985) on 
teachers’ limited knowledge and understanding of content (see section 3.2.2).  For instance, this 
investigation found that teaching and learning practices continued to be prescriptive because teachers are 
afraid of failing students and what this might say about their own competence.  Teachers adopted the 
standardised planning and lesson programming processes based on the content specified for each 
discipline at each grade level.  There appeared to be an absence of critical thinking, synthesis and 
reflection on teaching and learning by teachers in both rural and urban contexts. 
 
The inability to synthesise policy directions and curriculum content promoted and encouraged a lack of 
clarity in planning, implementing and meaningfully utilising curriculum resources.  This study argued that 
the teachers’ competent interpretation of curriculum content inhibits their ability to achieve national 
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standards and to promote authentic student learning.  This raises questions about the monitoring 
mechanism of teachers’ performance.   
 
Two scenarios are possible.  First, the assumption that school principals can act on behalf of the National 
Department of Education and ensure the development of curriculum knowledge within the school 
context is a myth.  Second, the provincial education boards, through the roles of inspectors, are not 
necessarily either well positioned or informed to provide the knowledge teachers need to implement new 
curriculum changes.  This is because teachers continue to perceive inspectors as agents of a hierarchical 
structure, whose roles are to inspect, and recommend promotions or dismissals.  From this viewpoint, 
inspectors are not considered as professional colleagues, but agents to maintain the status quo. 
 
Teachers’ initiatives are minimised by the expectations of the roles and functions of personnel in the 
positions of authority including school principals and inspectors.  This promoted an absence of 
professional learning teams which ultimately creates a culture of isolationism.  While teachers valued the 
benefits of professional learning teams, school leadership did not seem to promote and recognise 
teachers’ initiatives.  The benefits of such initiatives will only be realised if this dependency on people in 
positions of authority is dismantled.  School leadership needs to be reconsidered if national education 
standards are to be achieved. 
 
The experiences of teaching and learning documented in this study confirmed that the implementation of 
national education standards depends on teachers’ ability and commitment to their profession.  It 
confirms that poor teacher factors contribute to the decline of national education standards.  It can be 
concluded the gaps in teacher knowledge contribute to the incongruity of policy and implementation of 
national goals and objectives.  Such being the case, attention needs to be paid to recommendations from 
empirical studies.  Often research studies (see chapter three) have been ignored as merely academic 
exercises rather than appreciated as highly relevant for policy making. 
 
The stakeholders’ perceived three factors concerning teachers’ interpretations of national education 
standards as significant.  First, stakeholders valued teachers’ accountability of pupils’ achievements.  
These stakeholders’ perceptions were based on superficial assessment of pupils’ achievements and 
performances.  They noted the absence of teacher professional leadership, unprofessional behaviour and 
professional negligence and recognise a culture of isolationism amongst teachers. 
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Second, stakeholders argued that education tends to favour modern sector pathways rather than rural 
subsistent living.  This perception was based on experiences of current economic and social change in 
Papua New Guinea.  They appreciated the importance of learning to contextualise standards locally.  
They insisted that the formal education system includes a focus on the restoration of local cultural 
knowledge.   
 
It can be concluded that the assumptions made by stakeholders including policy makers need to be 
reconsidered.  This study confirmed that declining education standards result from a number of factors.  
While teacher factors emerged as crucial to successful implementation of national education goals, this 
thesis recognises the important roles and functions of school leadership within the context of rapid 
education reforms often dictated by national and international agendas.  The assumption that school 
principals can implement educational change through current reforms needs to be revisited by policy 
makers. 
 
7.4 Contributions of the Study 
 
Lessons learned from international research and theories of standards perspectives could fit with Papua 
New Guinea situations provided cultural and contextual factors are first accommodated.  Some of these 
insights suggest that standards must be designed to fulfil the purpose for education by ensuring 
educational pathways combine the strengths of centralised and localised approaches (local standards) to 
make learning at the school level culturally appropriate.   
 
The standards perspective as adopted in Papua New Guinea evolved from the colonial era.  This study 
has found that in culturally diverse societies like this, national standards need to be balanced with local 
standards.  The current definition of standards needs to incorporate an understanding of contemporary 
challenges presented by cultural, social and educational change and reforms.  In its current form, the 
standards perspective adapted for Papua New Guinea education can be considered as highly technical or 
industrial with its focus on input, process and product.  The Papua New Guinea context as studied in this 
thesis is more complex, thus demanding a more dynamic understanding and strategy to authentically 
assess educational outcomes. 
 
This study identified key factors that contributed to poor understandings of national education standards 
are attributed to the mismatch of policy direction and implementation at the local level.  Knowledge 
emerging from the implications of the mismatch of policies and practice are accommodated in the list of 
recommendations for practice, policy and research of this thesis.  
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The use of storytelling is culturally appropriate for societies like Papua New Guinea.  Storytelling allowed 
research participants to freely reflect on their perceptions and experiences by “positioning themselves in 
the centre”.  In this way, the participants’ perspectives are critically assessed by evaluating how an 
“outside phenomenon” has impacted on their personal lives.  Storytelling engages participants in a 
process of critical reflection in an authentic way. 
 
Workshops were organised as part of the focus group discussions.  These workshops followed in-depth 
interviews with teacher and community focus groups.   The findings of these previous discussions 
depicted needed areas in which topics were generated for staff in-service workshops.   Through the 
workshops, many of the assumptions about policy and implementation were clarified.   Feedback from 
these workshops were also used and incorporated as part of focus group research strategy.  This process 
applied the concept of reciprocity, engaging the researcher to resume his role as policy maker.   Thus, the 
outcomes of this study do not necessarily involve formal translation and report.  The outcomes of 
stakeholders were instantaneously communicated.   This was highly appropriate for a society which has 
an oral communication tradition.  
 
In policy review, this study demonstrates the usefulness of engaging in obtaining the perceptions of 
stakeholders and agents of policy implementation.  This study in the achievement of national education 
standards used a “classroom first approach”.  In this way, achievement of national education standards 
policy was reviewed and evaluated through the perceptions of those in the “front line”.  This study 
unpacked important issues and factors which inhibited efforts to aspire to achievement of national policy.   
Thus, future policy formulation has to consider these factors. 
  
7.5 Limitations 
 
This instrumental case study was conducted over three months.  The technique used in identification of 
cases (schools) was in accordance with “judgmental sampling” (Fetterman, 1998, p.480).  This means the 
judgement of the researcher was used to select the most appropriate cases based on the problem and 
research questions.  The researcher does not contend that the two schools selected for this study are 
represented of all schools in Papua New Guinea. However, the findings of the study do not depend on 
any notion of statistical generalisation, but rather seek to identify factors that may represent conceptual 
generalisations.  By identifying factors that appear to influence the interpretation of national standards in 
two schools in widely differing environments, the study draws attention to factors which may influence 
their interpretation elsewhere. The extent to which this is true is a matter for further investigation at local 
or national levels.  
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7.6 Conclusion 
 
This thesis concludes that teachers and local factors influence the implementation of national education 
goals and policies.  From the teachers’ perspectives, it can be concluded that their knowledge, 
understanding of policies and personal objectives shape their values and commitment to their profession.  
Current educational reforms often distract teachers’ commitment to the whole purpose of teaching and 
learning.  Authenticity in pupils’ learning is often overlooked while direct attention is on externally 
designed examinations.  There was an absence of immediate guidance by school leadership to enhance 
teachers’ abilities and competencies to perform.  In sum, school based leadership is crucial in assisting 
teachers in coping with current educational change. 
 
The local cultural context influences the expectations and purpose of schooling and ultimately the 
national education standards.  Experiences of schooling have demonstrated that the formal education 
system needs to consider the restoration of cultural knowledge, skills and values systems important for 
young people returning to live in rural communities.  Thus, national education standards should also 
incorporate the values and traditions of various ethnicities present in Papua New Guinea.  Unfortunately, 
this adds to the challenges to the National Department of Education. 
 
This thesis concludes with recommendations for policy, practice and further research into understanding 
factors which impact on policy formulation, implementation and achievement of national education 
standards in Papua New Guinea. 
 
7.7 Recommendations for Policy 
 
1. This study conducted by a researcher / practitioner reveals that policy making is often conducted 
in ignorance of local and cultural expectations and value systems.  It is acknowledged that a high 
percentage of school leavers will return to live in their ethnic traditional communities.  There 
needs to be a better balance between education for modern sector employment and the skills, 
values and attitudes required for lifelong community living. 
 
2. A mechanism needs to be established for communication of empirical research into educational 
processes in Papua New Guinea.  This could occur through a series of seminars, conducted for 
and in the national department of education.  The findings of these studies could be used to 
inform policy making. 
 
3. This thesis concedes that research into teacher education processes and teacher competencies 
have often been ignored in policy making.  The current teacher factors which inhibit the 
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successful achievement of national standards could have been acknowledged and addressed 
through various development programs.  These factors should also be addressed prior to the 
introduction of further programmes and investments in the structure of primary school level. 
 
4. It can be concluded that experiences of implementation and achievement of educational policies 
by teachers are often not considered in policy directions.  This study recommends that a system 
be established for policy makers to consider teachers involvement in empirical studies and report 
these findings and recommendations to broaden their understandings. 
 
5.  In order for empirical research to inform policy making, there needs to be a further 
strengthening of partnerships between institutions of higher education in Papua New Guinea 
schools.  Cooperation from institutions of higher education is imperative in this process. 
 
7.8 Recommendations for Practice 
 
1. This study found a degree of ignorance of national education goals and objectives. Teachers and 
principals are not fully aware of national goals and the purpose of basic education in the 
elementary and primary schools.  Without deeper understandings of the interconnectedness of 
national goals and schools goals, schools’ planning and programming lack the clarity of focus of 
clearly set education standards.  Consequently, inappropriate conceptualisations of educational 
goals, local contextual performance and lifelong standards have been poorly achieved through 
basic education.  This research recommends the need for school leadership, inspectors, 
curriculum and teacher education divisions to educate practising teachers and pre-service student 
teachers with competency skills to translate national goals into clear achievable standards in 
schools. 
 
2. This research confirms that school level leadership has been traditionally assumed to be 
performed by principals, deputies and section heads whose positions are purely administrative in 
nature.  Such an assumption has shaped teachers’ beliefs and understandings of professional 
guidance and recognition by individuals in positions of authority.  This research confirms that 
school leadership roles need immediate attention.  Therefore, national divisions of inspection 
and guidance, curriculum, teacher education, and provincial offices in consultation with higher 
education institutions need to map out leadership programmes to encourage leadership by all 
teachers.  Such programmes could build on current leadership initiatives and professional 
qualifications.  School leadership programmes offered at the Papua New Guinea Education 
Institute (PNGEI) could be transformed to address school leadership roles and competencies 
specifically. 
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3. This research recognises school level administration and management mandated and performed 
by individuals appointed as principals and school board of management members.  Though the 
national policy guidelines specify the performance of roles and functions of individuals, these 
personnel unconsciously perform tasks without considering the ramifications.  School principals, 
teaching staff and board members are accountable for poor decision making and inaccurate 
assessment of pupils’ learning.  This research recommends the cooperation of provincial 
education offices, divisions of inspection and guidance, curriculum and the teacher education 
institute to train individuals responsible for school governance  in more effective ways 
 
4. This research confirms that teachers and principals have inadequate conceptions of the types of 
standards (content, curriculum, performance, lifelong and opportunity-to-learn) and their 
interconnectedness to the achievement of national education.  The current misunderstandings 
have shaped teachers’ beliefs and contribute to a lack of teacher professionalism and 
commitment.  This research found that a policy encouraging structuring of schools and access to 
education only increases the output of primary school graduates.  There is no guarantee of 
pupils’ proficiencies of content knowledge and skills learned at each grade levels. 
 
5. Teachers’ commitment to their work is minimised by the many expectations and demands placed 
on them.  Teachers are complacent about their professional roles, especially their absenteeism 
causing many untaught pre-planned lessons and poor pupil feedback.  Teachers’ communication 
within the school and with the community is haphazard.  This research recommends that 
provincial education offices resume discussions that could resolve teacher issues. 
 
6. There is an assumption on the part of policy makers that the mandated guidelines stipulated for 
schools and the provincial education boards are informative.  These agencies are responsible for 
providing professional input in translating content standards and formulating these into 
achievable benchmarks.  This assumption is not sound given the current ability and education of 
board members.  Therefore, this research recommends that BOMs, PEBs and NDOE institute 
proactive measures to establish and strengthen site-based curriculum committees to address 
perennial teaching and learning issues in elementary and primary schools. 
 
7. There is an assumption within schools that national and provincial authorities are aware of the 
essential resources for teaching and learning.  Teachers and principals do not collectively discuss 
and maintain a consistent review of the types of assistance that could be sourced directly from 
the local community.  Consequently, communication links between elementary and primary 
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teachers, principals and BOMs and PEBs are ineffective.  This research recommends that PEBs, 
and NDOE redeem site-based professional sessions to guide teachers to make their own 
decisions.  
 
7.9  Recommendations for Research 
 
1. This research attracted overwhelming support from stakeholders for teacher education to be 
linked to institutions of higher education.  These institutions could consolidate specialised 
programmes for early childhood primary education.  It is recommended that research be carried 
out on possibilities of specialised discipline areas that could meet the demands for specialised 
programmes needed in senior primary schools. 
 
2. Standards have been developed and presented as national requirements.  Given the culturally 
diverse nature of Papua New Guinea society, local standards aimed at enhancing pupils’ cultural 
knowledge of traditions and values demands incorporation into content standards.  This 
approach could begin by harnessing local elders’ expertise and local knowledge of traditions and 
values.  Thus, it is essential that further research be conducted into cultural knowledge 
considered valuable for further generations.  This will have to be ethnically specific.  Within the 
urban content, some collaboration between external researchers and school agencies to engage in 
action research to identity the contextual factors which hinder the achievement of national 
standards. 
 
3. This study found teacher factors to be a major influence on the implementation of national 
standards.  While NDOE assumes that national standards are to be achieved nationwide, the 
actual successful achievement of these standards depends entirely on teachers’ commitment and 
professionalism.  It is therefore recommended that further research be conducted into teacher 
factors which influence performance and pupils’ learning. 
 
4. Elementary level education for all children was introduced as part of the educational reforms in the 
1990s.  The restructure of the primary level was also part of these educational reforms.  This study 
found tensions amongst stakeholders about the rationale and success of reforms including teacher 
training and knowledge of curriculum, and managing and meaningful engagement of new 
resources.  It is recommended that NDOE conduct independent research into the outcomes and 
sustainability of these reforms.  Findings and recommendations should assist negotiations with 
foreign agencies for funding  
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5. The dual purpose of education is a challenge for the Papua New Guinea NDOE.  While 
reforms in education may seem appropriate for the rural setting, they may not necessarily be 
appropriate for the urban setting.  The use of the vernacular as the language of instruction in 
elementary school is appropriate for rural schools, often located within similar linguistic 
groups.  The linguistic and ethnic composition of urban centres challenges such a language 
policy.  A relevant language policy needs to address the diversity of languages in Papua New 
Guinea urban society.  This research recommends that further empirical study needs to be 
conducted on multi-lingual education. 
 
Epilogue 
This thesis depicted some of the ways teacher, policy, stakeholders, social and cultural factors impact on the 
achievement of national education standards.  This study concludes that deep understanding of the 
interactions among these factors may shape the development any intervention to promote quality teaching 
and learning in Papua New Guinea elementary and primary schools.  
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